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Preface

Our Mission: The Essential Approach

Tomorrow’s teachers will confront the challenge of 
teaching a diverse group of learners differentiated by 
their abilities, ethnic and cultural backgrounds, family 
support, values, and beliefs. They will learn to navigate 
the tension between standards and assessments, and de-
velopmentally appropriate principles and practice. New 
teachers must understand the meaning of professional-
ism and how their personal development fosters their 
professional commitment. In order to accomplish this 
daunting but exciting task, students need a text that is 
current, comprehensive, and able to connect knowledge 
and theory to the classroom—one that has eclectic view-
points and a variety of models that depend on their un-
derstanding of themselves as members of a lively and 
fulfilling profession. Beginning Essentials in Early Child-

hood Education accomplishes that goal.
The purpose of Beginning Essentials is to promote the 

competence and effectiveness of new teachers through the 
essentials: the absolute basic and indispensable elements 
that create a foundation for teaching young children. These 
essentials include knowledge, skills, attitudes, and philoso-
phies to help form the teaching experience. The authors ex-
press a viewpoint about quality early education and what 
practices ensure excellence. In the area of cultural sensitiv-
ity and multicultural relationships, a “both/
and” attitude is encouraged, following the 
National Association for the Education of 
Young Children (NAEYC) guidelines for devel-
opmentally appropriate practices. The value of 
learning how to use the NAEYC Code of Ethi-
cal Conduct is highlighted in each chapter, 
as is the importance of adapting the NAEYC 
Standards for Early Childhood Professional 
Preparation.

Beginning Essentials maintains that every 
child and family is unique and that they deserve 
the respect and affirmation of their cultural iden-
tity. The text weaves a strong multicultural perspective 
and consciousness throughout in order to help prospective 
teachers and caregivers increase their sensitivity to differ-
ent cultural practices and values.

How Do We Meet the Needs  
of Today’s Learners?

Beginnings Essentials is intended for college students who 
are interested in young children, beginning teachers who 
plan to engage in early care and education, practitioners 
in direct services to children and families, and profession-
als in the workforce who are enlarging their knowledge 
base. Throughout our comprehensive chapter coverage 
and unique pedagogical features, we provide a resource 
that meets the needs of today’s early childhood educators.

Chapter Organization
The book is organized into four sections, each of which 
asks one of the questions that defines the comprehensive 
nature of teaching young children: (1) What Is the Field 
of Early Childhood Education? (2) Who Is the Young 
Child? (3) Who Are the Teachers? and (4) What Is Be-
ing Taught? The book’s flexibility allows instructors to 
begin with any section that seems appropriate to meet 
the needs of their classes.

Section 1: What Is the Field of Early  
Childhood Education? 
Descriptions of early childhood history, current issues, 
and the types of programs provide a basis for under-

standing the complexity of the field.
In Chapter 1, history and current issues are 
combined to give students a sense of pro-

gression and a feel for issues that are chal-
lenging today’s teachers. The past and 
the present are woven into a smooth story 
with four key themes: the importance 
of childhood, social reform, transmitting 
values, and professionalism. 

Chapter 2 moves the student directly 
into the variety and depth of early childhood 

programs and the importance of developmen-
tally appropriate practice (DAP) in creating good pro-

grams. The principles of DAP are matched with examples 
of DAP in action so that students will see a direct correla-
tion between the DAP criteria and classroom application.

© iStockphoto.com/DNY59
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Section 2: Who Is the Young Child?
This section begins with a discussion of the young child’s 
growth, followed by an overview of the developmental 
and learning theories that form the cornerstone of 
our knowledge about children.

Chapter 3 provides students with an under-
standing of the nature of the children they will 
teach and their common characteristics and wide  
individual differences. Word Pic-
tures, which are age-level de-
scriptions, are a popular fea-
ture with students who have 
used this text, as they enable 
students to anticipate children’s 
needs and plan appropriate experi-
ences for them.

Chapter 4 gives the student concise descriptions of 
universal and life-span theories and other developmental 
topics on which sound teaching principles and practices 
are based. Play, as a cornerstone of learning, and updated 
information on brain-based research provide further appli-
cation of theory to classroom use.

Section 3: Who Are the Teachers?
This section defines the aggregate of influences that 
teachers in the early childhood setting reflect. Each chap-
ter enlarges the student’s view of what makes up a pro-
fessional teacher.

Chapter 5 describes the roles and responsibilities of 
an early childhood teacher as “professionalism in action” 
and introduces students to a broader definition of teach-
ing. Examples of everyday ethical situations provide op-
portunities for students to discuss their own values and 
beliefs in response to the NAEYC Code of Ethical Conduct. 
The chapter also explores team-teaching situations and the 
importance of teacher evaluations.

Chapter 6 enhances the student’s ability to observe, 
record, and assess the behavior of young children. Along 
with a comprehensive description of observation tools and 
effective techniques, there are updated segments about 
child evaluation, early learning standards, and concerns 
about testing and screening.

Chapter 7 demonstrates how guidance and behavior 
are critical factors in the life of a classroom teacher. Prob-
lem solving, conflict resolution, and a wide range of guid-
ance techniques give students the necessary tools to guide 
young children toward their potential. 

Chapter 8 offers a perspective on the all-important col-
laboration of families and teachers in creating the best pos-
sible learning environment for young children. Discussions 
of the definitions of family, today’s family structures, and 
challenges facing families bring a relevancy to students.

Section 4: What Is Being Taught?
This section reflects on what is being taught through the 
environment and the basic elements of creating curriculum.

Chapter 9 defines the characteristics of high-quality 
environments that include elements of health, safety, and 
nutrition, as well as anti-bias and self-help approaches and 

the inclusion of children with disabilities. The student 
learns how the deliberate use of the environment 

serves as a teaching strategy for appropriate 
behavior and learning. 

Chapter 10 is based on the premise 
that a play-based curriculum is the foun-

dation for early childhood learning, and the 
chapter provides students with examples of 
developmentally and culturally appropriate 
approaches. Students will learn the impor-
tance of play, emergent and integrated cur-

ricula, projects, and how different learning 
styles can be applied to curriculum development. A sum-
mary of curriculum models and their key characteristics 
and philosophies demonstrate the application of DAP in 
the classroom.

Special Features and Pedagogy

We offer numerous learning aids and engaging features 
to enrich the learning experience of students and to con-
nect theory to practice. These include:

● Student Learning Outcomes at the beginning of each 
chapter are correlated to the main sections in each 
chapter and show students what they need to know to 
process and understand the information in the chap-
ter. After completing the chapter, students should be 
able to demonstrate how they can use and apply their 
new knowledge and skills. 

● Truth or Fiction Questions at the beginning of each 
chapter engage students’ curiosity as they find the 
content and answers highlighted in each chapter.

● NAEYC Standards for Early Childhood Professional 
Preparation at the beginning of each chapter relate to 
chapter content, stressing the importance of becom-
ing familiar with professional requirements and ac-
countability.

●  Teacher Talks, found in each chapter, are personal sto-
ries by early childhood educators that add a realistic 
image to the art of being a classroom teacher. Each 
vignette brings to light an issue or reflection that all 
teachers face at one time or another.

● Special Focus Boxes discuss themes of primary im-
portance. Each chapter will have highlighted feature 
boxes on Diversity, DAP (developmentally appropri-
ate practice), Professionalism, Standards, and Ethics 
that emphasize for students the importance of these 
themes in the early childhood field.

● Key Terms are embedded in the margins of each chapter 
and located where they are introduced to remind the 
student of the most important concepts.

● TeachSource Video features allow students and instruc-
tors to relate important chapter content to real-life 
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scenarios in early child care settings. TeachSource 
Videos provide students with an opportunity to hear 
from real educators who are doing the work that they 
are preparing to do. The TeachSource Videos and 
other engaging video clips provided on the Education 
CourseMate website offer critical-thinking questions 
and give students ample opportunities for reflection 
and discussion.

● The Word Pictures special section in Chapter 3 de-
scribes the major characteristics of children from 
infancy through 8 years of age. This popular feature 
helps students become familiar with expected be-
haviors in young children as a frame of reference for 
creating programs and planning curriculum that re-
sponds to the children’s interests as well as their abili-
ties and needs.

● End-of-Chapter Aids provide the student with an 
overall review of the material within the chapter. The 
Summary is aligned with the Learning Outcomes at 
the beginning of the chapter and emphasizes how 
the key Standards and Learning Outcomes were 
achieved. 

● Correlation Chart to the latest NAEYC Standards for 
Early Childhood Professional Preparation is found on 
the inside covers of this book, helping students make 
connections between what they are learning in the 
textbook and the standards. The handy chart makes 
it easy to see where the key standards in the field are 
addressed in specific chapters and topics throughout 
the text. 

●  Culturally Appropriate Practice and DAP continue to be 
the subtheme of Beginning Essentials through the em-
phasis on an understanding of the child and the fac-
tors affecting a child’s growth and development. We 
believe it is important that students realize the deep 
and crucial contributions that children’s families, cul-
tures, and languages make to development. NAEYC’s 
years of experience in the definition and application 
of DAP has given further insights, which are reflected 
throughout the book.

What’s New in This Edition

The third edition of Beginning Essentials represents a 
completely updated work, both in the content and pre-
sentation. Some highlights of the new coverage and fea-
tures include:

● NEW—Teacher Talks, written experiences from class-
room teachers, are found in every chapter to bring the 
reality of the classroom to students.  These vignettes 
enhance the student’s understanding of the variety 
of roles and responsibilities teachers have as well as 
provide a window to the personal and professional 
growth of a teacher.

● NEW—Brain Research Says�.�.�.�. is a new feature in each 
chapter that highlights some of the most important 
aspects of brain research and development today.  The 
research is linked to classroom use and teacher ap-
plication through questions that invite students to re-
flect on how this information relates to their teaching.

● NEW—Teachsource Digital Downloads are download-
able, practical, and professional resources, often custom-
izable, that allow students to immediately implement 
and apply the textbook’s content in the field. The stu-
dent downloads these tools and keeps them forever, 
enabling pre-service teachers to being to build their 
library of practical, professional resources. Look for 
the TeachSource Digital Downloads label that identi-
fies these items.

● NEW—Special Focus Boxes add greater depth and in-
formation in many chapters.

● NEW—Topics such as technology in the classroom, 
media culture, behavior that is challenging, and in-
tentional and reflective teaching have been added to 
broaden the students knowledge of early education.

● NEW—The addition of a chart on Developmentally 
Appropriate Curriculum Models clarifies and defines 
the differences and similarities of early childhood 
programs.

● NEW—Updated and revised charts, checklists, and 
figures support each chapter’s content and highlight 
important information for the student. 

● NEW—TeachSource Videos feature footage from the 
classroom to help students relate key chapter content 
to real-life scenarios. Critical-thinking questions pro-
vide opportunities for in-class or online discussion 
and reflection.

Accompanying Teaching  
and Learning Resources

The third edition of Beginning Essentials offers many 
ancillary materials that can support and enhance the 
text experience and an instructor’s presentation of the 
course. From planning to presentation to testing, materi-
als are available to provide students with an engaging 
and relevant exposure to the broad scope of topics in 
early childhood education.

Instructor’s Manual and Test Bank

An online Instructor’s Manual accompanies this book. 
The instructor’s manual contains information to assist 
the instructor in designing the course, including teach-
ing tips, chapter outlines, review questions, key terms, 
additional readings, chapter summaries, and resource 
lists. For assessment support, the updated test bank in-
cludes true/false, multiple-choice, matching, and short 
answer questions for each chapter.
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PowerPoint® Lecture Slides

Helping make your lectures more engaging, these handy 
Microsoft® PowerPoint® slides outline the chapters of 
the main text in a classroom-ready presentation, mak-
ing it easy for instructors to assemble, edit, publish, and 
present custom lectures.

Cognero

Cengage Learning Testing Powered by Cognero is an on-
line system that allows you to author, edit, and manage 
test bank content from multiple Cengage Learning solu-
tions; create multiple test versions in an instant; and de-
liver tests from your LMS, your classroom, or wherever 
you want.

MindTap™: The Personal  
Learning Experience

MindTap for Gordon/Browne, Beginning Essentials 3e 
represents a new approach to teaching and learning. A 
highly personalized, fully customizable learning plat-
form, MindTap helps students to elevate thinking by 
guiding them to:

● Know, remember, and understand concepts critical to 
becoming a great teacher;

● Apply concepts, create tools, and demonstrate perfor-
mance and competency in key areas in the course;

● Prepare artifacts for the portfolio and eventual state 
licensure, to launch a successful teaching career; and

● Develop the habits to become a reflective practitioner.

 As students move through each chapter’s Learning 
Path, they engage in a scaffolded learning experience, 
designed to move them up Bloom’s Taxonomy, from 
lower- to higher-order thinking skills. The Learning 
Path enables pre-service students to develop these 
skills and gain confidence by:

● Engaging them with chapter topics and activating 
their prior knowledge by watching and answering 
questions about TeachSource videos of teachers teach-
ing and children learning in real classrooms;

● Checking their comprehension and understanding 
through Did You Get It? assessments, with varied ques-
tion types that are autograded for instant feedback;

● Applying concepts through mini-case scenarios—stu-
dents analyze typical teaching and learning situations 
and create a reasoned response to the issue(s) present-
ed in the scenario; and

● Reflecting about and justifying the choices they made 
within the teaching scenario problem.

MindTap helps instructors facilitate better outcomes 
by evaluating how future teachers plan and teach lessons 
in ways that make content clear and help diverse students 
learn, assessing the effectiveness of their teaching practice, 
and adjusting teaching as needed. The Student Progress 
App makes grades visible in real time so students and in-
structors always have access to current standings in the 
class.

MindTap for Gordon/Browne, Beginning Essentials 3e 
helps instructors easily set their course since it integrates 
into the existing Learning Management System and saves 
instructors time by allowing them to fully customize any 
aspect of the Learning Path. Instructors can change the or-
der of the student learning activities, hide activities they 
don’t want for the course, and—most importantly—add 
any content they do want (e.g., YouTube videos, Google 
docs, links to state education standards). Learn more at 
www.cengage.com/mindtap. 
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SECTION ONE > WHAT IS THE FIELD OF EARLY CHILDHOOD EDUCATION?

history and current  
issues of early  
childhood education
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NAEYC Standards

The following NAEYC Standards For Early Childhood  

Professional Preparation are addressed in this chapter:

Standard 1: Promoting Child Develop-
ment and Learning

Standard 2: Building Family and Com-
munity Relationships

Standard 6: Becoming a Professional

T F The historical roots of early childhood education 

are primarily from the United States.

T F The core of the early childhood education field is 

nursery and preschool for young children.

T F The disciplines of Medicine and Psychology 

have major impacts on the field.

T F Family stressors such as work and poverty are 

eliminated by sending children to good early 

education programs.

T F Standards for teacher preparation are universal.
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Learning Outcomes

1-1 Identify the historical roots of early 

childhood education (ECE).

1-2 Examine the early childhood field  

and its evolution.

1-3 Distinguish the major disciplines that 

influence the field.

1-4 Investigate the major current issues 

involving ECE. ©
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4 SECTION ONE WHAT IS THE FIELD OF EARLY CHILDHOOD EDUCATION?

1-1 Historical Roots of Early  
Childhood Education

Early childhood education is a rich and exciting field. The 
story of its development is also the chronicle of coura-
geous people who took steps toward improving children’s 
lives. Critical events of the past have had a hand in shap-
ing today’s issues. As the conditions of childhood and early 
education have changed through the centuries, so have its 
educators adapted to those challenges.

There is more than one right way to educate young chil-
dren. Every culture has had and still does have the task of 
socializing and educating their young. The historical record 
may document several educational philosophies, but there 
is no single monopoly on ideas about children. Other disci-
plines (medicine, education, and psychology) inform early 
childhood teaching, and current issues always influence 
what is happening for young children and their teachers. 
During the past 50 years, the field has evolved from being an 
option for middle-class preschool children to a necessity for 
millions of families with children from infancy through the 
primary years. Changes in education historically have been 
linked to social reform and upheaval as the importance of 
childhood and how we transmit values have signaled a new 
level of professionalism in early childhood education.

Because early childhood is the period of life from  
infancy through age 8 years of age, the term early childhood 

education refers to group settings deliberately intended to 
effect developmental changes in young children of those 
ages. Settings for infants and toddlers, preschoolers, and 
children kindergarten through grade three (sometimes 
all elementary grades) all require professionals who build 
bridges between a child’s two worlds: school (or group ex-
perience) and home. It is during these years that the foun-
dation for future learning is set; these are the building-block 
years, during which a child learns to walk, talk, establish an 
identity, make friends, print, and count. In later years, that 
same child builds on these skills to be able to ride a bike, 
speak a second language, learn to express and negotiate, 
write in cursive, and understand multiplication.

1-1a In�uences from Abroad
It is impossible to pinpoint the origins of humankind  
because there are few records from millions of years ago. 
Some preparation for adult life was done informally, mostly 

through imitation. As language developed, communication 
occurred. Children learned dances, rituals, and ceremonies, 
and both boys and girls were taught skills for their respec-
tive roles in the tribe. Ancient historical documents seem 
to indicate that child-rearing practices were somewhat 
crude. Even the definition of childhood has varied greatly 
throughout history. For example, in ancient times, children 
were considered adults by 7 years of age; in middle-class 
America, children are supported into their early 20s.

A society’s definition of childhood influences how it 
educates its children. In the Western world, during the 
Renaissance and Reformation, children were seen as  
either pure and good, all worthy of basic education, or 
as evil and carrying original sin, needing strict control 
and punishment. Once the printing press was created, 
parents were urged to educate their children by teaching 
them morals and catechism. At the same time, the call 
for a universal education began. Skilled craftsmen formed a 
kind of middle class, and by the 1500s, reading, writing, 
arithmetic, and bookkeeping were fairly common school 
subjects throughout Europe. 

The pioneers of our field gave voice to both the dom-
inant ideas about children and new views for the time 
period.

professionalism.  The competence or skill expected of a professional; 

in early childhood education, this includes a sense of identity, purpose to 

engage in developmentally appropriate practices, a commitment to ethical 

teaching and to child advocacy, and participation in the work as a legitimate 

livelihood.

early childhood. The period of life from infancy through 8 years of age.

early childhood education. Education in the early years of life; the �eld of 

study that deals mainly with the learning and experiences of children from 

infancy through the primary years (up to approximately 8 years of age).

universal education. Education for all, regardless of race/ethnicity, culture, 

gender, status, sexual orientation, or religion.

Why History?
Most early childhood education students and many educators 

know little about the origins of their chosen profession. To 

better inform your teaching practice, link the past to the pres-

ent so that you will receive the following:

 Support: Works of Froebel, Montessori, and Dewey 

are part of the philosophical foundation on which our 

educational practices are built. Traditional early childhood 

practices re�ect European values and beliefs. Looking 

beyond the dominant culture, oral and written records ex-

ist describing education in Africa and Asia. Focus on many 

cultures to broaden everyone’s viewpoints.

 Inspiration: Knowing our deep roots helps develop profes-

sional expression. Ideas of past educators o�er you more 

methods of teaching. An historical overview clari�es how 

children and learning are viewed based on the religious, 

political, and economic pressures.

 Identity and commitment: Each of us accepts the mis-

sion that is central to our �eld: We are committed to 

enhancing the education, development, and well-being 

of young children. We also recognize that it is a re�ec-

tion of certain cultural norms. Be cautious of theories or 

opinions claiming to be “universal.” For instance, history 

notes that schools of the past were overwhelmingly cre-

ated for boys; this gender bias of past practices adds to 

the underdevelopment of girls and prevails today in parts 

of the world.

Professionalism
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CHAPTER ONE HISTORY AND CURRENT ISSUES OF EARLY CHILDHOOD EDUCATION 5

Comenius
John Amos Comenius (1592–1670), a Czech educator, wrote 
the first picture book for children. Called Orbis Pictus (The 
World of Pictures, 1658), it was a guide for teachers that 
included training of the senses and the study of nature. 
Comenius believed that “in all the operations of nature, de-
velopment is from within,” so children should be allowed 
to learn at their own pace and to learn by doing. Teachers 
should work with children’s own inclinations, for “what is 
natural takes place without compulsion.” This idea was later 
reflected in Montessori’s “sensitive periods.” Comenius  
encouraged parents to let their children play with other 
children of the same age. He also reflected the growing  
social reform that would educate the poor as well as the rich.

Locke
An English philosopher, John Locke (1632–1714) is consid-
ered to be the founder of modern educational philosophy. 
He based his theory of education on the scientific method 
and the study of the mind and learning. Locke proposed 
the concept of tabula rasa, the belief that the child is born 

neutral, rather than either good or evil, and is a “clean 
slate” on which the experiences of parents, society, educa-
tion, and the world are written. Because Locke believed 
that the purpose of education is to make man a reasoning 
creature, a working knowledge of the Bible and a count-
ing ability sufficient to conduct business was fundamen-
tal. Locke suggested that instruction should be pleasant, 
with playful activities as well as drills. He based his theory 
on the Scientific Method, used extensively in Behaviorist 
research, and was one of the first European educators to 
discuss the idea of individual differences gleaned from ob-
serving one child rather than simply teaching a group, later 
reflected in Piaget’s work.

Rousseau
Jean Jacques Rousseau (1712–1778), a writer and philoso-
pher, believed that children were not inherently evil, but 
naturally good. He is best known for his book Émile (1761), 
in which he raised a hypothetical child to adulthood. 
Rousseau’s ideas were revolutionary for the times. They 
include the following:

 The true object of education should not be primarily 
vocational.

 Children really learn only from firsthand information.
 Children’s view of the external world is quite different 

from that of adults.
 There are distinct phases of development of a child’s 

mind that should coincide with the various stages of 
education.

Rousseau thought that the school atmosphere should be 
very flexible to meet the needs of children and insisted on 
using concrete teaching materials, leaving the abstract and 
symbolic for later years. Pestalozzi, Froebel, Montessori, and 
Dewey were greatly influenced by him, as were the theories 
of Piaget and Gesell.

Pestalozzi
Johann Heinrich Pestalozzi (1746–1827) was a Swiss educa-
tor whose principles focused on how to teach basic skills 
and the idea of “caring” as well as “educating” the child. 
Pestalozzi stressed the idea of the integrated curriculum that 
would develop the whole child; education was to be of the 
hand, the head, and the heart. He differed from Rousseau 
in that he proposed teaching children in groups rather than 
using a tutor with an individual child, blending Rousseau’s 
romantic ideals into a more egalitarian focus on skill build-
ing and independence. Pestalozzi’s works How Gertrude 
Teaches Her Children and Book for Mothers detailed some 
procedures for mothers to use at home with their children.

Figure 1-1 Orbis Pictus, by John Comenius, is considered the 
first picture book written for children.
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tabula rasa. A mind not a�ected yet by experiences, sensations, and the 

like. In John Locke’s theory, a child was born with this “clean slate” upon 

which all experiences were written.

integrated curriculum. A set of courses designed to form a whole; coordi-

nation of the various areas of study, making for continuous and harmonious 

learning.
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SECTION ONE WHAT IS THE FIELD OF EARLY CHILDHOOD EDUCATION?6

Froebel
Friedrich Wilhelm August Froebel (1782–1852) is known 
to us as the “father of the kindergarten” (from the German 
kinder garten, “children’s garden”). Froebel started his kin-
dergarten in 1836, for children ages about 2 to 6 years, after 
he had studied with Pestalozzi in Switzerland and had read 
Comenius. In his book Education of Man, he wrote: “Play 
is the highest phase of child development—the representa-
tion of the inner necessity and impulse,” so his classroom 
included blocks, pets, and finger plays. He designed what 
we now think were the first educational toys, which he 

termed “gifts.” These  
objects demonstrated 
various attributes (such 
as color or size), were to 
be arranged in a special 
order that would assist 
the child’s development, 
and were later expanded 
on by Montessori.

Worldwide, teachers 
practice the Froebelian 
belief that a child’s first 
educational experiences 
should be a garden: full 
of pleasant discoveries 
and delightful adven-
ture, where the adults’ 
role is to plant ideas and 
materials for children to 
use as they grow at their 
own pace.

Montessori
At the turn of the 19th 
and 20th centuries, Maria  
Montessori (1870–1952) 
became the first female 
physician in Italy. She 
worked in the slums  
of Rome with poor chil-
dren and with men-
tally retarded children. 
Sensing that what they 
lacked was proper moti-
vation and environment, 
she opened a preschool, 
Casa di Bambini, in 1907. 
Her first class was com-

posed of 50 children from 2 to 5 years of age. The chil-
dren were at the center all day while their parents worked. 
They were fed two meals a day, given a bath, and provided 
medical attention. Montessori designed materials, class-
rooms, and a teaching procedure that proved her point to 
the astonishment of people all over Europe and America. 
After Montessori was introduced in the United States in 
1909, her methods received poor reception and were often 
misunderstood. Today, most Montessori schools are pri-
vate preschools and child care centers, although there are 
many that also serve elementary students, and a small (but 
growing) number of programs are for infants and toddlers. 
Montessori programs are explained in Chapter 2.

Steiner
Rudolf Steiner (1861–1925) was a German educator whose 
method is known today as the Waldorf School of Educa-
tion. This system has influenced mainstream education in 
Europe, and its international reputation is felt in American 

The Umbrella Unfolds

Developmentally appropriate practice (DAP) de�nes modern early childhood education. Yet 

DAP has its roots in history. See both as your read DAP’s distinctive focus on the following three 

components:

 Age-appropriateness. What is known about child development and learning informs profes-

sionals about age-related characteristics and skills. Rousseau, Montessori, Gesell, and Piaget all 

ascribed to the notion that the age of the child indicates basic abilities, outlooks, and behaviors.

 Individual appropriateness. Every child is unique, with an individual set of personal traits and 

responses that adults should take into consideration when planning educational experiences 

for that child. Locke, Montessori, and the schools of Reggio Emilia all celebrate the primacy of 

the individual.

 Social and cultural responsiveness. Children are members of a family, with language and  

cultural in�uences that a�ect who they are and how they might learn best. As children are  

exposed to a neighborhood, the media, and schooling, they remain rooted in their home values, 

expectations, and habits. Comenius, Froebel, and Dewey, as well as current best practices,  

recommend that early educational experiences be meaningful and relevant to children’s lives.

Open the three-handled umbrella to ensure that you are “triple-hooked” to what is best for young 

children.

DAP

Family

& Cultural

Responsiveness

Age

Context
Individual

Focus

D.A.P.
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developmentally appropriate practices (DAP). That which is suitable or 

�tting to the development of the child; refers to those teaching practices 

that are based on the observation and responsiveness to children as learn-

ers with developing abilities who di�er from one another by rate of growth 

and individual di�erences, rather than of di�ering amounts of abilities. It 

also refers to learning experiences that are relevant to and respectful of the 

social and cultural aspects of the children and their families.
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Why were early kindergartens patterned after Froebel’s idea that 
play was the highest form of development? <

early childhood programs today. Steiner theorized that 
childhood is a phase of life important in its own right. It has 
three periods: that of the “will” (0 to 7 years), the “heart,” 
or feelings (7 to 14 years), and the “head,” or a fusion of the 
spirit and the body (14 years on). Early childhood is the 
period of the will, and the environment must be carefully 
planned to protect and nurture the child. Self-discipline 
emerges from the child’s natural willingness to learn and 
initiate, so adult role-model experiences in early childhood 
must be carefully selected. For instance, fairy stories help 
children acquire time-honored wisdom; modern Waldorf 
followers insist that television be eliminated. The Waldorf 
program model is described in Chapter 2.

The McMillan Sisters
In the first three decades of the 20th century, the two McMil-
lan sisters pioneered early education in England. Noticing 
the deplorable conditions in England for children younger 
than 5 years, Rachel and Margaret McMillan began a cru-

sade for slum children. Health studies of 
the time showed that although 80% 

of London children were born in 
good health, by the time they 

entered school, only 20% 
could be classified that 
way. In 1910, the sisters 
set up a clinic in Dept-
ford, a London slum 
area, which became 
an open-air nursery 
a year later. The  
McMillan sisters’ regi-
men for their nurs-
ery school children 

of fresh air, sleep, and 
bathing proved success-
ful. Although more than 

700 children between 1 and 5 years of 
age died of measles in London in about 
a 6-month period in 1914, there was not 
one fatal case at Deptford School.

A child’s �rst edu-

cational experi-

ences should be 

a garden: full of 

pleasant discover-

ies and delightful 

adventure, where 

the adults’ role 

is to plant ideas 

and materials for 

children to use as 

they grow at their 

own pace.G
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Non-Western Perspectives
Traditional early childhood educational practices reinforce 

European-American values and beliefs. But there are many 

ways to care for and educate children and nontraditional per-

spectives that in�uenced early childhood education.

 China and Japan were in�uenced by Confucius’ writings 

(551–479 bc), which stressed harmony. Children were seen 

as good and worthy of respect, a view not held in Europe 

until later.

 Native American writings show close ties and intercon-

nectedness not only among families and within tribes but 

also between people and nature. Teaching children about 

relationships and interconnectedness are historical themes 

of early education among many indigenous peoples.

 Africans and African Americans focus on strong kinship  

networks, in which people bond together and pool 

resources for the common good. These contemporary 

tendencies may come from ancient roots, historical  

oppression, modern injustice, or all three.

 Hispanic and Latino families model a goal of interdepen-

dence and learning to help others. In addition, common 

patterns of infant care include keeping a baby close and 

responding to crying quickly, which is an adaptive response 

to environmental hazards and concern for survival.

We must be careful in our assumptions of what we think 

is good or right for young children. A wider view of history 

reveals that there are many “right” ways, and much that is 

“good” comes from sharing our diverse viewpoints.

Diversity

kinship networks. Groups formed when people bond together and pool 

resources for the common good.

Margaret McMillan invented the name 
“nursery school.” She paid great atten-
tion to health: a daily inspection, the 
outdoor program, play, good food—
what she called “nurture.” But she saw 
that an educational problem was also 
involved and she set to work to es-
tablish her own method of education 
for young children. This was why she 
called it a “school” (Hymes, 1978–79).

1-1b American In�uences

Colonial Days
The American educational system began in the colonies. The 
one-room schoolhouse was the mainstay of education in co-
lonial New England. Children were sent to school primarily 

CHAPTER ONE HISTORY AND CURRENT ISSUES OF EARLY CHILDHOOD EDUCATION
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SECTION ONE WHAT IS THE FIELD OF EARLY CHILDHOOD EDUCATION?8

for religious reasons. The Bible was used in school, as was the 
New England Primer and Horn Book. In the South, planta-
tion owners imported tutors from England or opened small 
private schools to teach just their sons to read and write.

Children in Enslavement
The first African Americans were indentured servants, 
whose repayment of their debts by servitude would buy 
them their freedom. By 1620, Africans were being brought 
to the so-called New World as slaves. Before the Civil War, 
education was severely limited for African Americans. For-
mal schools were scarce, and most education came through 
the establishment of “Sabbath schools.” As part of religious 
instruction, slaves were often provided literary training. 
However, many plantation owners found these schools 
threatening and banned them by making laws prohibiting 
the teaching of slaves. Another facility then developed, 
that of the “midnight school.” Because of its necessary se-
cretive existence, few records are available, although it is 
reasonable to conclude that the curriculum was similar to 
that of the prohibited Sabbath schools.

After the Civil War, private and public schools were 
opened for African Americans. Major colleges and universi-
ties were founded by the end of the 1800s. Booker T. Wash-
ington, born into slavery, founded the Tuskegee Normal and 
Industrial Institute in Alabama in 1881 and emphasized 
practical education and intercultural understanding be-
tween the races as a path to liberation. Many former slaves 
and graduates established schools for younger children.

John Dewey
By the end of the 1800s, a nationwide reform movement had 
begun. The Progressive Movement (see section later in the 
chapter) received its direction primarily through one indi-
vidual, John Dewey (1858–
1952). Dewey was the first 
real native-born influence 
on education in the Unit-
ed States and had one of 
the greatest impacts on 
American education of all 
time. He believed that chil-
dren were valuable and  
that childhood was an im-
portant part of their lives. 
Like Froebel, he felt that 
education should be inte-
grated with life and should 
provide a training ground 
for cooperative living.

As did Pestalozzi and 
Rousseau, Dewey felt that 
schools should focus on 
the nature of the child. 
Dewey’s beliefs about chil-
dren and learning are sum-
marized in Figure 1-2.

Patty Smith Hill
Patty Smith Hill (1868–1946) of Teacher’s College, Columbia 
University was an outstanding innovator of the time and 
one of the Progressive Movement’s most able leaders. It was 
she who wrote the song “Happy Birthday” and founded the 
National Association for Nursery Education, known today 
as the National Association for the Education of Young Chil-
dren (NAEYC). Trained originally in the Froebelian tradi-
tion, she worked closely with G. Stanley Hall and later with 
John Dewey. She advocated free choice and a relevant cur-
riculum. She expanded the Froebelian focus on small-motor 
work to include large-muscle equipment for climbing and 
construction. She also urged that kindergarten and first 
grade be merged so that both groups would have indepen-
dent, creative activity before formal academic instruction.

Lucy Sprague Mitchell
Early childhood education in the United States grew out 
of Dewey’s progressive movement largely because of Lucy 
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CHAPTER ONE HISTORY AND CURRENT ISSUES OF EARLY CHILDHOOD EDUCATION 9

Sprague Mitchell (1878–1967) and her contemporaries. 
Raised in an environment of educational and social reform, 
Mitchell developed the idea of schools as community cen-
ters as well as places for children to learn to think. She gath-
ered together many talented people to build a laboratory 

truthfiction?
or

T F The core of the field is nursery and pre-

school for young children.

The traditional nursery school (preschool) 

exemplifies a developmental approach to learn-

ing where experiences are organized to meet all 

needs and serve children 2½ to 5 years of age.

Figure 1-2 John Dewey believed that teachers are engaged in 
a dignified calling that included more than academic instruction; 
learning to live a social life was equally important, expressed in 
My Pedagogic Creed (Washington, DC: The Progressive Education 
Association, 1897). (With special thanks to Sheila Roper of the 
MacClintock Photo Collection, Special Collections, Morris Library, 
Southern Illinois University at Carbondale.)

Dewey’s Creed

Dewey’s Creed What It Means Today

1. “I believe that only 

true education comes 

through the stimulation 

of the child’s powers by 

the demands of the social 

situations in which he 

�nds himself.”

Children learn to manage 

themselves in groups, to 

make and share friend-

ships, to solve problems, 

and to cooperate.

2. “The child’s own instinct 

and powers furnish the 

material and give the start-

ing point for all education.”

We need to create a place 

that is child centered, a 

place that values the skills 

and interests of each 

child and each group.

3. “I believe that education, 

therefore, is a process of  

living and not a prepara-

tion for future living.”

Prepare the child for what 

is to come by enriching 

and interpreting the pres-

ent to him. Find edu-

cational implications in 

everyday experiences.

4. “I believe that . . . the 

school life should grow 

gradually out of the home 

life . . . it is the business 

of the school to deepen 

and extend . . . the child’s 

sense of the values bound 

up in his home life.” 

Values established and 

created in the home 

should be enhanced by 

teaching in the schools.

school to implement and experiment with progressive prin-
ciples, Bank Street College of Education to promote them, 
and a workshop for writers of children’s literature. Mitchell 
became a major contributor to the idea of educational exper-
iments, teacher-planned curriculum experiences that would 
then be observed and analyzed for children’s reactions.

Abigail Eliot
Abigail Eliot (1892–1992) is generally credited with bringing 
the nursery school movement to the United States. She had 
worked with the McMillan sisters in the slums of London. 
As a social worker in Boston, she had visited many day nurs-
eries and recalled them as places with “dull green walls, no 
light colors, nothing pretty—spotlessly clean places, with 
rows of white-faced listless little children sitting, doing noth-
ing” (Hymes, 1978–79). She founded the Ruggles Street Nurs-
ery School, teaching children and providing teacher training, 
and was the first director until it was incorporated into Tufts 
University to become the Eliot-Pearson Department of Child 
Study. Eliot became the first woman to receive a doctoral 
degree from Harvard University’s Graduate School of Educa-
tion, and after retiring from Tufts, she moved to California, 
where she helped establish Pacific Oaks College.

1-2 The Field and Its Evolution

1-2a Nursery School
The very phrase nursery school conjures up images of a 
child’s nursery, a gentle place of play and growing. Coined to 
describe a place in which children were nurtured by the  
McMillans and Eliot, the nursery school took Dewey’s phi-
losophy to heart. By the 1920s and 1930s, early childhood 
education had reached a professional status in the United 
States. Nursery schools and day nurseries went beyond  
custodial health care, fostering the child’s total development. 
Their schools reflected the principles of a child-centered ap-

proach, active learning, and social cooperation. The children 
were enrolled from 
middle- and upper-
class homes as well 
as from working-
class families. How-
ever, until the 1960s, 
nursery schools 
served few poor fam-
ilies. Nursery schools 
are considered the 
core of early child-
hood education (see 
“Teacher Talks” in 
this chapter and 
Chapter 2).

child-centered approach. The manner of establishing educational experi-

ences that takes into consideration children’s ways of perceiving and learn-

ing; manner of organizing a classroom, schedule, and teaching methods with 

an eye toward the child’s viewpoint.

Nursery schools [are 

about] fostering the 

child’s total develop-

ment . . . [and] re�ect 

the principles of a 

child-centered  

approach, active 

learning, and social 

cooperation.
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SECTION ONE WHAT IS THE FIELD OF EARLY CHILDHOOD EDUCATION?10

Traditional nursery school is often 

called preschool. The developmental 

approach is in�uenced by the many 

early progressive thinkers in early  

childhood development, some being 

Pestalozzi, Froebel, Montessori, Dewey, 

Piaget and others. The main idea is to 

provide an environment for children  

to explore materials of their interest 

(free play) and have opportunities to 

develop social competence and emo-

tional well-being. Katherine Read Baker 

best describes this in her classic book 

titled The Nursery School: A Human 

Relationship Laboratory (1950).  She 

developed an educational model that 

focuses on the child’s needs, growth 

patterns and relationships with others.

This approach encourages young 

children to express themselves through 

creativity, physical activity, language 

and intellectual skill. Typically, nursery/

preschools center on the child’s social 

and emotional well-being which is why 

outdoor play also is a big part of the 

day. Outdoor play is developmentally 

appropriate because children are 

developing both �ne and gross motor 

skills and they need the space to 

explore and develop these skills. Most 

have half-day schedules but many have 

extended days. These schools provide 

a variety of activities throughout the 

day including free choice indoors and 

outside, large and small muscle play, 

creative arts, social and dramatic play, 

building and construction with blocks 

and manipulative toys, and teacher-

directed times.

The traditional Nursery school aligns 

with my values because I remember my 

nursery school vividly as my most enjoy-

able educational experience. When I 

went to elementary and middle school 

from 1st grade to 7th grade, I remem-

ber noticing the big di�erence in atti-

tude of my teachers. I was much more 

curious to learn while in an environment 

that was open and free for hands on 

activities, but then school became rigid 

and I felt like I was never good enough; 

it took away any curiosity to learn and 

sometimes I felt trapped in jail. When I 

was looking for a preschool for my chil-

dren, and then for myself as a newly-

educated ECE teacher, I took time to 

tour many schools. I found an amazing 

school, and later discovered that it only 

hires teachers with degrees in Early 

Child Development. It was remember-

ing what I loved about nursery school 

when I was a child that helped me get 

there.

—Claudia

teacher 

talks Nursery School: More than Traditional

Spin-O�s from the Core

Nursery schools in the United States have served several purposes for the �eld of early child-

hood education. See how these spin-o�s promote three key Standards:

 Standard 1: Promoting Child Development and Learning. Laboratory schools attempted 

a multidisciplinary approach, blending the voices from psychology and education with 

those of home economics, nursing, social work, and medicine. Research centers and child 

development laboratories began in many colleges and universities from about 1915 to 

1930. The Child Study Movement of the 1920s to 1960s is discussed later in this chapter. 

“The purpose was to improve nursery schools, and, therefore, we brought in the people 

who were studying children, who were learning more about them, so we could do a bet-

ter job” (Hymes, 1978–79).

 Standard 2: Building Family and Community Relationships. Parent cooperative schools 

promoted parent education as a vital function of early childhood programs. The �rst of 

these parent participation schools was developed in 1915 at the University of Chicago. 

Either part- or full-day programs, these are organized and run by parents, usually with a 

professional head teacher or director (see Chapter 2).

 Standard 6: Becoming a Professional. By 1950, when Katherine Read (Baker) �rst pub-

lished The Nursery School: A Human Relationships Laboratory (in its ninth printing and in 

seven languages), the emphasis of the nursery school was �rst on understanding human 

behavior, then on building programs, guidance techniques, and relationships accordingly. 

The nursery school was for children to learn as they played and shared experiences with 

others. It was also where adults could learn about child development and human relation-

ships by observing and participating.

Standards 1-2b Kindergarten
The word kindergarten is a  
delightful term, bringing to 
mind the image of young seed-
lings on the verge of blossom-
ing. The first kindergarten was a 
German school started by Froe-
bel in 1837. In 1856, Margarethe 
Schurz, a student of Froebel’s, 
opened the first kindergarten in 
the United States and inspired 
Elizabeth Peabody (1804–1894) 
of Boston to open the first 
English-speaking kindergarten 
there in 1860. In 1873, Susan 
Blow (1843–1916) opened the 
first public school kindergarten 
in the United States.

Looking at the kindergar-
ten in historical perspective, it is  
interesting to trace its various 
purposes. During the initial 
period (1856–1890), Froebel’s 
philosophy was the mainstay of 
kindergarten education. At the 
same time, charity kindergartens 
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CHAPTER ONE HISTORY AND CURRENT ISSUES OF EARLY CHILDHOOD EDUCATION 11

Equal Rights
In the 1900s, gaining access to high-quality education for 
poor people and people of color was difficult. As Du Bois 
(1903 [1995]) wrote, “[T]he majority of Negro children in 
the United States, from 6 to 18, do not have the opportu-
nity to read and write. . . . [E]ven in the towns and cities of 
the South, the Negro schools are so crowded and ill-
equipped that no thorough teaching is possible.” Only a 
legal challenge to segregation offered new focus, struggle, 
and ultimately improvement for African American chil-
dren. The movement for equality came under black lead-
ership, embraced unprecedented numbers of African 
Americans, and became national in scope. A persistent 
black initiative forced a reformulation of public policies in 
education. Finally, the historic case of Brown v. Board of 
Education of Topeka (1954) overturned the concept of 
“separate but equal.” The Civil Rights Act of 1964 contin-
ued the struggle for equality of opportunity and educa-
tion and attempted to address continuing racist attitudes 
and behavior.

Head Start
A small piece of metal made its worldwide debut and jolted 
American education. Sputnik, the Soviet satellite, was suc-
cessfully launched in 1957, causing mainstream America to 
ask: Why weren’t we first in space? What is wrong with 
our schools? The emphasis in education quickly settled on 
engineering, science, and math in the hope of catching up 
with Soviet technology.

As the Civil Rights struggle soon followed, it became 
clear that education was a major stumbling block to equal-
ity of all people. It was time to act, and Project Head Start 
was conceived as education’s place in the “war on poverty.” 
Froebelian and Montessori goals formed the basis of Head 
Start, helping disadvantaged preschool children. This was 
a revolution in U.S. education, the first large-scale effort by 
the government to focus on children of poverty.

Project Head Start began in 1965 as a demonstration 
program aimed at providing educational, social, medical, 
dental, nutritional, and mental health services to preschool 
children from a diverse population of low-income families. 

laboratory schools. Educational settings whose purposes include ex-

perimental study; schools for testing and analysis of educational and/or 

psychological theory and practice, with an opportunity for experimentation, 

observation, and practice.

parent cooperative schools. An educational setting organized by parents 

for their young children, often with parental control and/or support in the 

operation of the program itself.

kindergarten. A school or class for children 4-to 6-years-old; in the United 

States, kindergarten is either the �rst year of formal, public school or the 

year of schooling before �rst grade.

child care. The care, education, and supervision of another’s child, especially 

in an organized center or home dedicated to the enterprise; usually denotes 

full-day services.

racist. Attitudes, behavior, or policies that imply either a hatred or intoler-

ance of other race(s) or involving the idea that one’s own race is superior 

and has the right to rule or dominate others.

emerged as instruments of social reform where teachers 
conducted a morning class for about 15 children and made 
social (and welfare) calls on families during the afternoon.  
By early 1900, traditional kindergarten ideas were influenced 
by a scientific approach to education and by Dewey’s notion 
of school-as-community. In an era of rising social conscience 
in the 1960s, helping the less fortunate became a “cause,” 
much like the conditions that led to the creation of Head 
Start. The 1970s saw a focus on intellectual development 
and a programmatic shift that placed more emphasis on aca-
demic goals for the 5-year-old. In the 1990s, the concept of  
developmentally appropriate practices, or DAP, advocated 
more holistic, broad planning for kindergarten, as well as 
cultural and family responsiveness. Currently, standards 
and teacher-directed instruction are again on the rise;  
thus, kindergarten is the stage for a clash between develop-
mental play and aca-
demic preparation. 
The kindergarten is 
found in some form 
in nearly every coun-
try of the world. Al-
though the content 
of the program and 
the length of the 
day vary widely in 
the United States, 
kindergarten is avail-
able in every one of 
the states. The pro-
gram model is de-
scribed in Chapter 2.

1-2c Programs with a Message

Child Care
Child care is not a modern phenomenon. Some of the first 
nursery schools in England operated from 8:00 am until 
4:00 or 5:00 pm; the McMillan’s Deptford School was full-
day. By definition, a full-day child care program is a place 
for children who need care for a greater portion of the day 
than the traditional nursery school offers. A full-day option 
is also educational. Much of the curriculum of a good full-
day program will echo the quality of the traditional nursery 
school or preschool.

Although the economic crisis of the Depression and 
the political turmoil of World War II diverted attention 
from children’s needs, both gave focus to adult needs for 
work. Out of this necessity came the nurseries run by 
the Works Progress Administration (WPA) in the 1930s 
and the Lanham Act nurseries of the 1940s. The most 
renowned program of mid-century was the Kaiser Child 
Care Centers. Today, child care is a full-day experience for 
children from 0 to 5 years (and older as extended care) to 
help working families, and it is provided either in homes 
or centers (see Chapter 2).
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SECTION ONE WHAT IS THE FIELD OF EARLY CHILDHOOD EDUCATION?12

Its mission was defined as compensatory education with par-
ent involvement and community control. In 1972, it was 
transformed into a predominantly part-day, full-year pro-
gram that includes children with special needs, and has 
been a major part of the U.S. federal commitment to early 
learning  (see Chapter 2).

1-3 Interdisciplinary In�uences
Several professions enrich the heritage of early childhood. 
This relationship has been apparent since the first nursery 
schools began, drawing from six different professions to 
create their practice: social work, home economics, nurs-
ing, psychology, education, and medicine. Three of the 
most consistent and influential of those disciplines are 
medicine, education, and psychology.

1-3a Medicine
The medical field has contributed to the study of child 
growth through the work of several physicians. These 
doctors became interested in child development and  

extended their knowl-
edge to the areas of child 
rearing and education.

Maria Montessori
Maria Montessori (1870–
1952) was the first woman 
in Italy ever granted a 
medical degree. She began 
studying children’s diseas-
es; through her work with 
mentally defective chil-
dren, she found education 
more appealing.

Sigmund Freud
Sigmund Freud (1856–
1939) made important 
contributions to all mod-
ern thinking. The father 
of psychodynamic per-

sonality theory, he dras-
tically changed how we 
look at childhood. Freud 
reinforced two specific 
ideas: (1) people are influ-
enced by their early life 
in fundamental and dra-
matic ways, and (2) early 
experiences shape the way  
people live and behave as 
adults. Although he was 

not involved directly in education, Freud and psychoanalytic 
theory influenced education greatly (see Chapter 4).

Arnold Gesell
Arnold Gesell (1880–1961) was a physician who was con-
cerned with growth from a medical point of view. Gesell 
began studying child development when he was a student 
of G. Stanley Hall, and later established the Clinic of Child 
Development at Yale University, where the data he collect-
ed with his colleagues became the basis of the recognized 
norms of how children grow and develop. He was also in-
strumental in encouraging Abigail Eliot to study with the 
McMillan sisters in England.

Gesell’s greatest contribution was in guides from his 
maturation theory, best known today as “ages & stages” 
(see Chapters 3 and 4).

Benjamin Spock
Benjamin Spock’s book Baby and Child Care was a main-
stay for parents in the 1940s and 1950s. In a detailed 
“how-to” format, Dr. Spock (1903–1998) preached a com-
monsense approach, and the book has sold 50 million cop-
ies around the world in 42 languages. Spock saw himself 
as giving practical application to the theories of Dewey 
and Freud, particularly the idea that children can learn to 

Early Childhood Education in the Shipyards

Kaiser Child Care was an 

excellent model oper-

ated from 1943 to 1945 in 

Portland, Oregon. It became 

the world’s largest children’s 

facility and functioned 

around the clock all year 

long. The centers were 

operated by the shipyards, 

not by the public schools or 

community agencies, with 

the cost borne by the Kaiser 

Company and by parents 

using the service. The center 

was at the entrance to the 

two shipyards, and available 

on site were an in�rmary for 

both mothers and children 

and hot meals for mothers to 

take home when they picked 

up their children. These 

centers served 3811 children. 

After the war ended, moth-

ers returned to the home; 

child care was no longer 

needed, and the centers closed.
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Kaiser Shipyard operated a model child care center during 

World War II.

compensatory education. Education designed to supply what is thought to 

be lacking or missing in children’s experiences or ordinary environments.
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CHAPTER ONE HISTORY AND CURRENT ISSUES OF EARLY CHILDHOOD EDUCATION 13

direct themselves, rather than needing to be constantly 
disciplined. He suggested that parents “child-proof” their 
homes—a radical thought at the time. Some people asso-
ciated permissiveness (as it relates to child rearing) with 
Spock’s methods, although Spock himself described his 
advice as relaxed and sensible while still advocating firm 
parental leadership.

T. Berry Brazelton
Dr. T. Berry Brazelton (1918– ) is a well-known pediatri-
cian who supports and understands the development of  
infants and toddlers. He developed an evaluation tool 
called the Neonatal Behavior Assessment Scale (also 
known as “the Brazelton”) to assess newborns. Cofounder 
of the Children’s Hospital Unit in Boston, professor emeri-
tus of pediatrics at Harvard Medical School, and founder 
of the Brazelton Touchpoints Center, he is well known for 
his pediatric guides for parents (Touchpoints). His writings 
speak to the parents’ side of child rearing, although he also 
reminds parents how teachers can help them. Brazelton  
advocated for a national parental-leave standard, is involved 
in a federal lobbying group known as Parent Action, and 
hosted the cable TV series, What Every Baby Knows.

1-3b Education
Early childhood is one part of the larger professional field 
of education, which includes elementary, secondary, and 
college or postsecondary schools. Along with Dewey, the 
McMillan Sisters, Steiner, and Eliot, several other influen-
tial figures from this field bear attention.

Susan Isaacs
Susan Isaacs (1885–1948) was an educator of the early 
20th century whose influence on nursery and progressive 
schools of the day was substantial. In 1929, she published 
The Nursery Years, interpreting Freudian theory for teach-
ers and providing guidance for how schools could apply 
this new knowledge of the unconscious to the education 
of children. She wanted children to have the opportunity 
for free, unhindered imaginative play not only as a means 
to discover the world but also as a way to work through 
wishes, fears, and fantasies. The teacher’s role was differ-
ent from that of a therapist, she asserted, in that teachers 
were “to attract mainly the forces of love, to be the good 
but regulating parent, to give opportunity to express  
aggression but in modified form” (Biber, 1984).

The Progressive Education Movement
As indicated earlier in reference to John Dewey, it was the 
Progressive Movement of the late 1800s and first half of 
the 20th century that changed the course of education in 
both elementary and nursery schools in America. Coincid-
ing with the political progressivism in this country, this 
philosophy emphasized a child-centered approach that 
gained advocates from both the scientific viewpoint, such 
as G. Stanley Hall and John Dewey, and a psychoanalytic 
bent, such as Susan Isaacs and Patty Smith Hill.

A new kind of school emerged from these ideals. Mov-
able furniture replaced rows of benches. Children’s proj-
ects, some still under construction, were found everywhere. 
The curriculum of the school began to focus on all of the 
basics, not just a few of the academics. If a group of 6-year-
olds decided to make a woodworking table, they would first 
have to learn to read to understand the directions. After 
calculating the cost, they would purchase the materials. In 
building the table, geometry, physics, and math were 
learned along the way. This was a group effort that encour-
aged children to work together in teams, so school became 
a society in miniature. Children’s social skills were devel-
oped along with reading, science, and math. The teacher’s 
role in the process was one of ongoing support, involve-
ment, and encouragement.

The Schools of Reggio Emilia
In the last quarter-century, an educational system in Italy 
has influenced early childhood thinking. Loris Malaguzzi 
(1920–1994) developed his theory of early childhood edu-
cation from his work with infants, toddlers, and preschool-
ers as the founder and director of early education in the 
town of Reggio Emilia, Italy. His philosophy includes creat-
ing an amiable school that welcomes families and the com-
munity and invites relationships among teachers, children, 
and parents to intensify and deepen in order to strengthen 
a child’s sense of identity. Reggio Emilia has attracted the 
attention and interest of American educators because of 
its respect for children’s work and creativity, its project  
approach, and its total community support.

1-3c Psychology
The roots of early childhood education are wonderfully 
diverse, but one tap root is especially deep: the connec-
tion with the field of psychology. In the past 100 years, the 
study of people and their behavior has been linked with 
the study of children and their growth.

The Child Study Movement
The Child Study movement of the 1920s and 1930s gave 
education and psychology a common focus. Besides the  
Gesell Institute, many research centers and child develop-
ment laboratories were established at colleges and univer-
sities around the country. Early ones include Hampton  
Institute in 1873; the University of Chicago, founded by John 
Dewey in 1896; Bank Street School in 1919; and the labora-
tory nursery school at Columbia Teacher’s College in 1921. 
Bing Nursery School at Stanford University and the Harold 
Jones Center of the University of California at Berkeley were 
founded after World War II, joining Pacific Oaks College  
on the West Coast. Their inception reflected the interest of 
several disciplines in the growth of the young child.

 Schools of psychology looked for children to observe 
and study.

 Schools of education sought demonstration schools for 
their teachers-in-training.
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 Schools of home economics wanted their students to 
have firsthand experiences with children.

 On-campus schools provided early education children 
of student, staff, and faculty children.

This period of educational experimentation and child 
study led to an impressive collection of normative data by 
which we still measure ranges of ordinary development. 
It was the impetus in the United States that began the 
search for the most appropriate means of educating young 
children.

Developmental and Learning Theories
There is no one theory or name that encompasses all of 
developmental psychology. Many theories have affected 
how we see young children and early education: psycho-
dynamic, behaviorist, cognitive, maturation, humanist, so-
ciocultural, and multiple intelligences. In the last 25 years, 
neuroscience and brain-based research has expanded our 
knowledge of how children grow and learn. New develop-
ments give us in-depth understanding of human function-
ing that has profound implications for children and learn-
ing (see Chapter 4). 

How Progressive Are YOU?
Check yourself against the major features of the educational 

progressive philosophy, then decide: How progressive an 

educator am I?

__ We must recognize individual needs and individual  

di�erences in children.

__ Teachers must be more attentive to the needs of  

children.

__ Children learn best when they are highly motivated and 

have a genuine interest in the material.

__ Learning via rote memory is useless to children.

__ The teacher should be aware of the child’s total devel-

opment—social, physical, intellectual, and emotional.

__ Children learn best when they have direct contact with 

the material.

If you checked fewer than two, you have a conservative ap-

proach. Three or four checks mean that you are somewhat 

progressive, and �ve or more put you alongside Dewey!

Professionalism

Brain Research says
What Is Neuroscience and Why Should We Care?

When the �eld of psychology began 

to develop in the 1800s, new ques-

tions began to surface about the brain 

and the mind. Freud’s ideas about the 

subconscious mind, Piaget’s concepts 

of the thinking mind, and behaviorists’ 

work on changing thoughts and atti-

tudes via shaping behavior all led to the 

emergence of cognitive science in the 

late 1980s. A landmark report by the 

National Academy of Sciences entitled 

From Neurons to Neighborhoods: The 

Science of Early Childhood Develop-

ment (Shonko� & Phillips, 2000) 

joined early childhood education with 

neuroscience. Since then, the develop-

ment and availability of brain-imaging 

techniques provide glimpses of brain 

activity as an individual thinks and feels.

We are now in what might be 

called the “century of the brain.” If the 

human brain is like the hardware of a 

computer, the mind may be seen as 

the software. Further, this software 

changes as it is used; people assign 

di�erent meaning to the inputs and 

outputs of things. Brain structures can 

now be mapped on a matrix. The work 

of cognitive neuropsychologists allows 

us to link speci�c regions of the brain 

with speci�c cognitive processes such 

as verbal and memory skills, attention, 

emotional responding, and motor coor-

dination. Experimental techniques used 

on animals (that could not be ethically 

used with humans) have revealed the 

brain regions that connect with psy-

chological processes. Combining com-

puted tomography (CT) and magnetic 

resonance imaging (MRI) developed 

during the late 20th century with 

the more recent functional magnetic 

resonance imaging (fMRI) and positron 

emission topography (PET) allows us 

to determine the location of tumors or 

lesions as well as study the genetic  

basis of di�erences (Byrnes, 2001; 

Ansari & Coch, 2008).

The new frontier of neuroscience is 

showing us the remarkable plasticity of 

the brain, as well as the critical nature 

of the early years. “Early experiences 

determine whether a child’s developing 

brain architecture provides a strong or 

weak foundation for all future learning, 

behavior and health” (CDC/Harvard, 

2007). Neuroscience and education 

create an ideal partnership in outlin-

ing a better understanding of how we 

learn so we can create more e�ective 

teaching methods and curriculum 

(Carew & Magsamen, 2010;  Dubinsky, 

et al, 2013).

Questions

1. If this is the “century of the brain,” 

what do you think will change in 

educational practices?

2. What do you think parents should 

know about brain development in 

the �rst �ve years of a child’s life?

3. What would “investing in young 

children” look like in your commu-

nity? In your state?
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1-4 Issues of Today
The themes of early childhood education continue to influ-
ence practices and policies of today. For instance, by the 
year 2000, 48% of the nation’s schoolchildren were chil-
dren of color (CDF, 2011). Nearly one in 10 ten Americans 
was born elsewhere; 10% of residents in the United States 
are immigrants. The terrorist attacks of September 11, 
2001, changed the way Americans view the world and in 
turn are seen by it. Events and circumstances are reflected 
in the major issues facing early childhood educators today:

1. Ethic of social reform: quality child care, no child left 
behind legislation, and developmentally appropriate 
practices

2. Importance of childhood: family pressures and chil-
dren’s health risks

3. Transmission of values: the media culture and social  
diversity

4. Professionalism: children’s programs, standards for 
teacher preparation, ethics in early care and education, 
and advocacy

The key word is quality—the terms “good quality” 
and “high quality” identify specific features in early child-
hood programs. Quality early care and education con-
tribute to the healthy cognitive, social, and emotional 
development of all children, but particularly those from 
low-income families. Yet data from the CDF (2011) paint 
a bleak picture for those who might benefit the most. 
Child care costs are disproportionately high for poor par-
ents and can equal as much as one third of their income. 
Good, affordable, accessible child care that will meet the 
increasing needs of American families is one of today’s 
most crucial issues. 

Quality is a function of group size, low teacher-to-child 
ratios, trained and experienced staff, adequate compensa-
tion, and safe and stimulating environments (see Chapter 2).

No Child Left Behind, Race to the Top,  
& Common Core State Standards
One of the primary functions of the public school system 
in the United States is to prepare students for productive 
roles in society. The Elementary and Secondary Education 
Act (ESEA) of 1965 was authorized to close the achieve-
ment gap between disadvantaged/minority students and 
their middle-class/white peers (U.S. Department of Edu-
cation, 2001). Since then, a national education problem 
has been identified and a sense of urgency instilled in the 
public mind 

The No Child Left Behind (NCLB) Act was part of the first 
wave of reforms in the 1980s. 

Virtually every state enacted reform measures of 
some kind, with a focus on higher standards of student 
performance through the upgrading of curricula, increased 
requirements for homework, and firmer disciplinary 

truthfiction?
or

T F Medicine and psychology have major 

impacts on the field.

From Montessori to Brazelton in medicine and 

from child development to brain-based research 

in psychology, many ideas have influenced how 

we understand young children.

1-4a Ethic of Social Reform
This first theme dictates that schooling for young children 
will lead to social change and improvement. Montessori, 
the McMillans, Patty Smith Hill, Abigail Eliot, and Head 
Start all tried to improve children’s health and physical 
well-being by attending first to the physical and social  
welfare aspects of children’s lives. Today, the ethic of social  
reform refers to an expectation that education has the  
potential for significant social change and improvement. 
This is dramatically demonstrated in three current issues: 
quality child care, No Child Left Behind legislation, and  
developmentally appropriate practices (DAP).

Quality Child Care
Child care is part of a modern way of life; each day, more 
than 20 million children spend time in early care and 
education settings, which constitutes 63.5% of the 3- to  
5-year-olds enrolled in center-based or out-of-home care 
(U.S. Census Bureau, 2010). More than 67% of mothers are 
in the workforce (CDF, 2011). Without question, the need 
for child care has been firmly established.

media culture. The term used to describe the behaviors and beliefs charac-

teristic of those who engage regularly with various media such as television, 

computers, and video games.

quality. A function of group size, low teacher-child ratios, trained and  

experienced sta�, adequate compensation, and safe and stimulating  

environments.

A Notable Portrait
Marian Wright Edelman is an outstanding children’s advocate. 

Edelman began her career as a civil rights lawyer (the �rst 

African American woman to be admitted to the Mississippi 

state bar). By the 1960s she had dedicated herself to the 

battle against poverty, founding a public interest law �rm that 

eventually became the Children’s Defense Fund (CDF). “[We] 

seek to ensure that no child is left behind and that every child 

has a Healthy Start, a Head Start, a Fair Start, a Safe Start, and 

a Moral Start in life with the support of caring parents and 

communities” (CDF, 2008). To �nd out more about Edelman, 

go to www.childrensdefense.org.

Professionalism
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methods. Most notable was the move to standards-based 
instruction and the requirement that children be test-
ed twice a year to measure progress. In 1989, “Ready to 
Learn” was published, which included the provision that 
all children would have equal access to high-quality and de-
velopmentally appropriate preschool programs that help 
prepare children for school. In 2002, the ESEA was reau-
thorized with stronger goals, and by 2005, it had become 
the NCLB Act.  

Race to the Top was a competitive grant program cre-
ated in 2009 by the Obama Administration for states to cre-
ate and adopt common academic standards for kindergar-
ten through twelfth grade.  It included an Early Learning 
Challenge designed to award funds to those states commit-
ted to increase the number of children at risk enrolled in 
high quality learning programs. The continuing challenge 
for states was to close the school readiness gap in which at 
children of poverty, disproportionally children of color, en-
ter kindergarten underprepared to succeed.  The larger the 
gap, the more difficult it is to achieve equality of achieve-
ment in later schooling.  

Common Core State Standards (CCSS) have been devel-
oped in mathematics and language arts and adopted by 
nearly all 50 states to identify the knowledge and skills 
students need for college and work. These standards chal-
lenge all school districts, particularly those with both a 
school readiness gap and later achievement disparities.  
CCSS outlines all developmental domains, focuses atten-
tion on how children learn, and requires observations and 
assessments to measure student proficiency.  

Developmentally Appropriate Practices
The first definitive position on developmentally appropriate 
practices was adopted by the NAEYC in 1986. This was fol-
lowed by expansions to include specifics for programs serv-
ing children from birth through age 8 years, outlining both 
appropriate and inappropriate practices (Bredekamp, 1987). 
Several key organizations followed suit: the Association for 
Childhood Education International (ACEI), the National As-
sociation of Elementary School Principals and the National 
Association of State Boards of Education (NASBE) elaborat-
ed on their own standards in 1988–91. Reaching Potentials: 

Transforming Early Childhood Curriculum and Assessment 
(Bredekamp & Rosegrant) was published in 1995, and Mak-

ing Early Learning Standards Come Alive (Gronlund) in 2006.
Open the DAP Umbrella on page 6 as you contemplate 

how DAP was being applied and discussed throughout the 
broader early childhood education community. Derived 
from the changing knowledge base by way of research 
and extended conversations among professionals, the 
first major revision of the NAEYC position statement and 
guidelines was published in 1997, with the 3rd edition in 
2009 (Copple & Bredekamp, Eds). Tune into regular revi-
sions as our knowledge base (such as brain research) and 
awareness of issues (as in special needs, English language 
learners) expand. DAP is applied throughout the book and 
discussed at length in Chapter 2.

1-4b Importance of Childhood
The second theme is the importance and uniqueness of child-
hood. The child holds a special place in the life span; fami-

lies and society who value 
children take responsibil-
ity for providing a quality 
life for them. Two issues of 
today endanger childhood 
and demand our attention: 
family stressors and risks 
to children’s health.

Family Stressors
Families encounter many 
challenges today. The im-
pact of social changes in 
the past three decades has 
been hard felt by children 
and the adults who are rais-
ing them. Family structures 
vary greatly, but the task re-
mains the same: to provide 
safety and stability, rou-
tine, and new experiences. 
Three stressors that make 
this task challenging are 
divorce, work, and poverty.

literacy. The quality or state of being able to read and write.

Is It DAP?

Look at the major provisions of the NCLB Act pertaining to early learning and the �eld’s response. 

Do you think the NCLB Act is DAP?

Provision Description
ECE Response

Adequate 

yearly 

progress

Children will be assessed in reading and 

math (and a third area by state choice) 

beginning in third grade.

The trickle down of inappropriate 

testing or imbalanced curriculum 

to younger children is a valid 

concern of early educators.

Highly 

quali�ed 

teachers

All teachers in core academic subjects 

must have a B.A. degree, be fully certi�ed, 

and be highly quali�ed (by state de�nition) 

in their areas of teaching assignment.

The early learning �eld, plagued 

by high turnover and low pay, can-

not meet these standards without 

signi�cantly more funding.

Reading/ 

literacy

There are signi�cantly increased funds 

aimed at having all children achieve read-

ing pro�ciency by grade three.

An early childhood concern is that 

other critical domains of child-

hood development will be under-

valued or overlooked altogether.

It remains to be seen how this ambitious plan will fare over the coming years and how it will relate 

to the national child care crisis. If we want all our children to be ready for school, we must improve 

the quality of child care experiences available to all.

DAP

TeachSource Digital Download
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Who make up today’s families? Family structures you are likely 
to encounter in your program include single- and dual-parents, 
grandparents and teens raising children, and blended families 
raising children together. <

Divorce. Perhaps no one single change has affected chil-
dren as much as the divorce rate. Children rate divorce sec-
ond only to death of a parent as the most stressful event 
in their lives (DelCampo & DelCampo, 2006), and nearly 
50% of marriages end in divorce, with just over 60% of 
American children living in married-couple households 
(Casey Foundation, 2008). You will likely notice some of 
these effects:

E�ect Reactions

Predivorce family Children: Increased impusive 

/aggressive behavior

Stress Parents: headaches, fatigue, 

mood swings, depression

Parent Separation Children: strong reaction, crying,  

�ghting, withdrawal

Divorce Children: adrift, clingy to teachers

Parents: overworked, over-

whelmed, preoccupied

Aftermath Parents: mothers drastic drop in 

income, fathers diminished  

commitment

“Divorce introduces a massive change into the life of 
a boy or a girl no matter what the age,” (Pickhardt , 2011). 
Those specializing in divorce for children and adolescents 
note a cumulative effect over time, and yet see children as 
amazingly resilient with appropriate support.  The age and 
gender of the children involved seem to have some bearing 
on their adjustment, both for 2- to 6-year-olds and for boys. 
The dependent young child may have a short-term reaction 
of anxiety, with regression and efforts to bring the parent 
close; clinging at separation and loss of self-help skills are 
difficult but temporary. The parents’ ability to be caring 
and available makes a difference, as does the parents’ rela-
tionship with each other and the quality of the children’s 
relationship with both parents.

Work. More than two thirds of children 6 to 12 years of 
age in the United States have all available parents in the 
workforce, and the same is true of 65% of children young-
er than 6 years (CDF, 2010). The implications for families 
are considerable. For women, the double roles of job/career 
and family nurturer can be overwhelming, creating great 
conflict and the stress of chronic fatigue. Many men are 
learning about greater involvement in child rearing and 
how to adjust to a new financial role. Yet there are vast dif-
ferences among the various cultural groups and individual 
adults about the value of and care for children. For both 
parents, three issues loom large:

 Concern for good child care. In many communities, full- 
or flexible-time child care is unavailable or unaffordable.

 Struggle to provide “quality time” with children and as a 
family unit.

 European models of family leave give parents several 
months of unpaid leave from their jobs to be at home 
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and establish a bond and family setting. Once back on 
the job, working parents are less available for direct par-
ticipation in a classroom and become less involved in 
their children’s education.

 Financial burden. Without parental leave, many parents 
are forced to return to work during the critical early 
months of infancy or lose income and even their jobs. In 
the United States, child tax credits and pretax dependent 
care credits are government and employer supports.
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Despite economic downturns, we look toward a future 
trend of U.S. policies that make it more attractive for work-
ing adults to spend time with children.

Poverty. The children who are at risk for academic fail-
ure are likely to be those who live in poverty, members 
of minority groups in racial isolation, children with vari-
ous physical and mental disabilities, children with lim-
ited English proficiency, and children from single-parent 
families (Casey Foundation, 2008). For every five children 

in the United States, one child is poor (CDF, 2008). Most 
poor children live in families with working parents whose 
wages are too low for them to earn their way out of pov-
erty. Children who start out at a disadvantage fall further 
behind in academic achievement throughout their school 
years. Too many of them reach adulthood unhealthy, illiter-
ate, and unemployable, with limited participation in the 
social, political, and economic mainstream of national life. 
This is a personal tragedy for everyone involved and one 
that calls for intensive reform efforts.

Children’s Health Risks
Challenges to positive child health come in several forms. 
Child abuse and neglect, childhood obesity, and violence/
disaster all put children’s basic health at risk.

Child Abuse and Neglect.  Child abuse and child neglect are sig-
nificant problems in this country. One third of all victims are 
children younger than four (Children’s Defense Fund, 2012), 
and one third of abused and neglected children eventually 
victimize their own children, 
perpetuating the cycle (Child-
help, 2012).

A neglected child may 
be one whose waking hours 
are mostly unsupervised 
by adults, in front of the 
television or simply uncon-
nected with—and unnoticed  
by—parents or an important 
caregiver. Child neglect takes 
more hazardous forms when 
the basic needs of adequate 
food, clothing, shelter, and 
health are unmet. Because 
families with children repre-
sent more than one third of 
the homeless population and 
the foster care system is strained, many children are on the 
move and under great strain and pressure. More than 70 % 
of the reported child abuse in the United States is for neglect, 
16 % is physical abuse, and 9 % is sexual abuse (CDF, 2010).

Problem Area Signs and Signals (Childhelp, 2012)

Neglect Unsuitable clothing for weather, dirty or 

unbathed, extreme hunger, apparent lack of 

supervision

Physical abuse Unexplained burns, cuts, bruises, or welts in 

the shape of an object; bite marks; antisocial 

behavior; problems in school; fear of adults

Emotional abuse Apathy, depression, hostility, lack of concen-

tration, eating disorders

Sexual abuse Inappropriate interest or knowledge of 

sexual acts; nightmares and bedwetting; 

drastic changes in appetite; overcompliance 

or excessive aggression; fear of a particular 

adult or family member

child abuse. Violence in the form of physical maltreatment, abusive lan-

guage, and sexual harassment or misuse of children.

child neglect. The act or situation of parents’ or other adults’ inatten-

tion to a child’s basic health needs of adequate food, clothing, shelter, and 

health care; child neglect may also include not noticing a child or not paying 

enough attention in general.

What Can You Do About a Family Divorce?
Our Code of Ethical Conduct commits us to “recognizing that 

children are best understood and supported in the context of 

family. So what can a teacher do when a family goes through 

divorce?

 Help parents get access to outside help, such as a parent 

support group, community welfare services, or a parental 

stress hotline. 

 Plan strategies for family involvement that take into ac-

count the work demands, resources, and expertise of 

parents. 

 Provide time to heal and let your place care be a safe 

haven to heal. 

 Know and watch your children, and talk about feelings. 

 Find ways for creative self-expression.

 Use books to connect with children. 

 Communicate openly with family members. 

We cannot prevent divorce or separation, but we can support 

children in the context of their family situation, whatever that 

may be.

Ethics

truthfiction?
or

T F Family stressors such as work and poverty 

are eliminated by sending children to good 

early education programs.

Quality early childhood programs can educate 

children and support families, but they cannot 

solve all the economic and social problems of 

society or eliminate all family stressors.

Children who 

experience abuse 

and neglect have a 

59 percent chance 

of being arrested 

as a juvenile and 

are 25 percent 

more likely to  

become pregnant 

as a teenager.
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Reporting suspected child abuse is mandated by law 
in all states (see Ethics box). The residual effects of child 
abuse—which occurs in every socioeconomic, ethnic, reli-
gious and educational level—are dramatic. Children who 
experience abuse and neglect have a 60 % chance of being 
arrested as juveniles and are 25 % more likely to become 
pregnant as teenagers (Childhelp, 2012).

Child Obesity. Childhood obesity has increased alarmingly 
in the past decade. According to the National Center for 
Health Statistics (NCHS, 2011), the prevalence of childhood 
obesity among children ages 2 to 4 years has increased from 
5% in 1980 to 14% in 2009, and in children 6 to 11, there is 
an even greater increase to over 19.6% of children and teens 
deemed overweight or obese. Health risks include heart dis-
ease, high blood pressure, diabetes, depression, and low self-
esteem. Part of the problem is that children are less active 
on a daily basis than in previous generations; other factors 
include inadequate access to nutritious food and poor eating 
habits. The Obesity Society (2010; see Web Resources) notes:

In the past 30 years, the occurrence of overweight in chil-
dren has doubled and it is now estimated that one in five 
children in the US is overweight. Increases in the prevalence 
of overweight are also being seen in younger children, in-
cluding preschoolers. Prevalence of overweight is especially 

higher among certain populations such as Hispanic, African 
American and Native Americans.

Moreover, if one parent is obese, the child is three times 
more likely to be obese in adulthood; if both parents are obese, 
the risk is 10 times more likely that the child will be an obese 
adult. Childhood overweight is regarded as the most common 
prevalent nutritional disorder of U.S. children and adoles-
cents, underscoring the need for regular exercise in programs 
for young children. First Lady Michelle Obama’s emphasis on 
nutrition and exercise (www.HealthCare.gov) has highlighted 
appropriate ways to play, eat, and stay healthy.

Violence and Disaster. Violence and disaster are becoming 
regular features in young children’s lives. The trend of chil-
dren’s increasing exposure to conflict that ends in violence 
is alarming.

 Parents report tensions between themselves and their 
children.

 Increased violence on television and war toys contrib-
ute to a sense of being out of control in limiting or influ-
encing children’s behavior.

 Teachers see problems in children’s play, that weapon 
and war play in classrooms is so single-purpose and  
intense that it is difficult to redirect.

When a real catastrophe happens, children need help 
making sense of the calamity, then support in recovery. 
Shock, confusion, fear, anxiety, grief, anger, guilt, and help-
lessness are all common emotional responses to trauma. 
Whether the event is national—as 9/11 was for the United 
States—or local, children worry.

In both cases, organizations such as Adults and Chil-
dren Together Against Violence (ACT) and Educators for 
Social Responsibility, as well as the National Association 
for Mediation in Education, serve as clearinghouses for  
information and material and as training institutes for 
teachers. They suggest the following:

 Stop, look, and listen. See what children are really doing 
and saying (or not).

 Be aware of your own feelings. Self-awareness helps 
you balance your responses without avoidance or 
overreaction.

 Ask before you tell. Open-ended questions welcome chil-
dren’s talking.

 Provide structure. Clear routines and variety keeps inter-
est high and focused.

 Work with parents and families. Everyone needs to pitch 
in here.

1-4c Transmission of Values
The third recurring theme in our educational heritage is 
that of transmitting values. Values—whether social, cultural, 
moral, or religious—have been the essence of education 
for centuries. Rousseau and Froebel valued childhood, so 
they created special places for children to express their in-
nate goodness and uniqueness, and Puritan fathers valued 

Figure 1-3 From Appropriate practices in movement programs 
for young children, Ages 3–5. The Council on Physical Education for 
Children (Reston, VA: A position statement of the National Associa-
tion for Sport and Physical Education/NASPE, 2000, pages 8–9, 
11, 15, 17) and Sanders, S. W. (2002), Active for life: Developmentally 
appropriate movement programs for young children. (Washington, 
DC: The National Association for the Education of Young Children).

Developmentally Appropriate Practices 
for Preschool Movement Programs

 1. Toddlers should participate in at least 30 minutes a 

day of structured play and one to several hours a day 

of unstructured physical activity. Preschoolers should 

participate in at least one hour of daily structured 

physical activity.

 2. Preschoolers should not be sedentary for more than 

one hour at a time and be engaged in unstructured 

physical activity whenever possible.

 3. Basic movement skills should be the building blocks 

for more complex movement abilities.

 4. Indoor and outdoor environments should exceed 

recommended safety standards for performing large-

muscle, gross-motor activities.

 5. Teachers and caregivers should understand the im-

portance of physical activity and integrate movement 

programs as part of the daily educational program.

 6. Teachers serve as facilitators, encouraging children to 

explore and discover a range of movement possibilities.
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biblical theology; therefore, schools of their time taught 
children to read to learn the Bible. Today’s anti-bias move-
ment (see Social Diversity section) reflects a priority of per-
sonal respect and an appreciation of culture as part of the 
early childhood curriculum.

“People are so overwhelmed,” write Brazelton and Greens-
pan (2001) “While they’re whirling around, they don’t have 
time to stop and think, ‘What are my values? Do my children 
really come first? Am I making time for them in my life?’” 
Many families today are looking for direction for themselves 
and their children. Many sources shape children’s values and 
behavior, notably the media culture and social diversity.

The Media Culture
In many homes, the television, computer, and video game 
sets have replaced adult supervision. Consider these facts 
and the reality that research firms are “applying the study 
of the human brain and the nervous system to consumer 
research, in order to determine a consumer’s non-conscious 
response to brands, products, packaging, in-store mar-
keting, advertising, and entertainment content” (Nielsen  
Media Research, 2014).

 In the United States, 98% of homes contain at least one 
television.

 The average set is on for more than 6 hours each day.
 Children spend more time watching television (15,000 

hours) than they do in school (11,000 hours).
 Children will likely witness on screen 180,000 murders, 

rapes, armed robberies, and assaults.

What happens to children when they are this plugged 
into media? Common Sense Media and the National In-
stitutes of Health (NIH) analyzed 173 studies about the 
effect of media consumption on children, finding a strong 
correlation between greater exposure and adverse health 
outcomes. “Couch potato does, unfortunately, sum it up 
pretty well,” states E. J. Emanuel, chair of bioethics at NIH. 
“The research is clear that exposure to media has a variety 
of negative health impacts on children and teens. . . . We 
found very few studies that had any positive association 
for children’s health” (Common Sense Media, 2008).  Too 
much media violence is hazardous to children in these 
ways (Gordon & Browne, 2013):

 Increased aggressiveness and antisocial behavior
 Increased fear of becoming a victim
 Increased desensitization to violence and victims of  

violence
 Increased appetite for more violence in entertainment 

and real life. 

Moreover, Northwestern University’s Center on Media 
and Human Development reported that  “children from 
minority families are more likely to 1) live in homes where 
the television is always on and 2) eat in front of the televi-
sion” (Levin, 2013) .  Managing media is a critical task for 
adults who are with young children. 

Social Diversity
Multicultural Education.  Multicultural education is the system 
of teaching and learning that includes the contributions of 
all ethnic and racial groups. A comprehensive educational 
approach that reflects more minority perspectives, multicul-
tural education provides all children with a fuller, more bal-
anced truth about themselves, their own history, and their 
culture. When the metaphor of “melting pot” changes to one 

multicultural education. The system of teaching and learning that includes 

the contributions of all ethnic and racial groups.

Hazards of Too Much Media Violence

Increased aggressiveness and antisocial behavior

Increased fear of becoming a victim

Increased desensitization to violence and victims of 

violence

Increased appetite for more violence in entertainment 

and real life

Managing Media

Strategy Description Example

Set limits. Know how 

many hours 

of TV children 

watch and  

monitor it.

Keep it to 2 hours or 

less; keep the TV o� un-

less someone is actively 

viewing; establish rules, 

such as “Game-playing 

is part of my daily 

‘screen time’ allowance.”

Plan and 

partici-

pate.

Work together 

with children to 

decide what to 

watch.

Watch shows together, 

pointing out parts that 

are prosocial and asking 

about those parts you 

dislike; use the “pause,” 

“rewind,” and “mute” 

buttons regularly.

Resist  

commer-

cials.

Young children 

do not distin-

guish easily 

between the 

sales pitch com-

mercial and the 

ordinary show.

Help children become 

“critical consumers” by 

pointing out exagger-

ated claims; ask: “What 

are they trying to sell 

us?”

Express 

your 

views.

Call a station or 

write a letter 

about a show or 

commercial you 

�nd o�ensive.

Ask the children to 

help write the letter 

and provide documen-

tation.
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of “mosaic” or “mixed salad,” we encourage a new way of 
thinking that might be termed cultural pluralism—the idea 
that we are all one people, but we do not necessarily divest 
ourselves of our own ethnic origin. The early childhood pro-
gram will become multicultural as each child’s total person-
al diversity is respected and the child’s family, language, and 
cultural traditions become part of the class and curriculum. 
Teachers will need special training in anti-bias curriculum 
approaches (see Chapter 9) that prepare them to be effective 
in addressing such topics as prejudice reduction training, 
bicultural expectations, physical and interpersonal environ-
mental factors, varied teaching strategies, inclusive curricu-
lum, and culturally responsible conduct.

Bilingual Education.  Bilingual education is a challenge at all 
levels of education. There are disagreements about how 
to define bilingualism, how to determine who needs it, 
and who is to provide the services. Bilingual education 
has been part of the American experience since before 
the Revolutionary War, when school was taught in any 
one of the more than 18 languages that were spoken by 
the colonists. Speaking English is only part of bilingual 
education: at issue are the civil and educational rights of 
people who speak limited English, the respect or assimi-
lation of their culture, and their participation and accep-
tance in society.

Bilingual programs are so varied that it is difficult  
to assess them. Some work to mainstream children into 
regular classrooms as quickly as possible; others try to 
maintain the child’s native language. The “dual/bilingual 
immersion” method blends language instruction in both 
languages. Putting together both English speakers and 
those with limited English encourages two-way learning. 

State bilingual education laws vary, requiring special  
instruction for children who lack competence in English. 
For example, a 1998 California law effectively ended  
publicly funded bilingual programs, to be replaced by 
shorter-term, intensive English-immersion programs at 
the elementary and secondary levels.

Immigration. Immigration is another serious challenge 
for schools. Attempting to immerse new children into an 
“American way” and to teach basic skills needed to suc-
ceed in the new country have been central functions of 
schools throughout U.S. history. Since 1968, Title VII pro-
grams (the Elementary and Secondary Education Act, also 
known as the Bilingual Education Act) have addressed the 
needs of students with limited proficiency in English. In 
the United States, there are more than 2.5 million school-
aged immigrants and at least as many immigrant children 
younger than 5 years (CDF, 2010). Immigrant enrollment 
in schools varies among the states and can reach as high as 
95% in some schools.

The language barrier is the most immediate problem, 
followed by that of acceptance of the immigrants’ native 
culture. Further, many newcomers arrive from countries 
racked with war, violence, and poverty. These children 
and families are under tremendous pressures and need 

A Notable Portrait
Louise Derman-Sparks, in collaboration with Elizabeth 

Jones and colleagues from Paci�c Oaks College, published 

Anti-Bias Curriculum: Tools for Empowering Young Children 

(Derman-Sparks et al., 1989). This book outlined several 

areas in which children’s behavior was in�uenced by biases 

in our society, and it suggested a host of ways that teachers 

(and parents) could begin addressing these issues. These 

professionals have added an important dimension to the 

notion of social reform because they focus our attention on 

ourselves, the school environment, children’s interactions, 

and the community of parents and colleagues in educational 

settings.

Derman-Sparks and Olsen Edwards (2010) have revised 

the original book into a new work, Anti-bias Education for 

Young Children and Ourselves. It is critical that today’s teach-

ers learn to integrate awareness of race/ ethnicity, culture, 

ability/disability, and gender and the e�ects of bias on chil-

dren’s behavior into their daily practices.

Professionalism

bilingual education. Varied and di�cult to assess, it is a system of teach-

ing and learning in which children who speak limited English are taught in 

English-speaking classrooms.

English Language Learning

Age of 

Children

 

How Taught

 

Noteworthy

0–5  

years

Standard is “English- 

immersion”: taught 

in English with little 

extra instruction, 

with some teacher 

use of home lan-

guage vocabulary. 

Can acquire 

native-like mas-

tery of second 

language; risk 

for substantial 

erosion of home 

language and 

ability to com-

municate with 

family.

511 years Standard is “English 

immersion,” but 

some subjects may 

be taught in home 

language to aid skill-

building; school-

aged children better 

at formal teaching 

of second language.

Children have 

complex social 

issues that may 

interfere; low 

competence in 

both languages 

may occur until  

mastery is 

achieved.
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help coping with the overwhelming stress and disloca-
tion. The way schools place and monitor immigrant chil-
dren—both their educational progress and their general 
well-being—challenges educators and all American citi-
zens to clarify the responsibilities our society has toward 
its newcomers.

Inclusive Education. Inclusive education has been recog-
nized since the 1970s when the Americans with Disabili-
ties Act was passed to reasonably accommodate individ-
uals with disabilities in order to integrate them into the 
program to the extent feasible, given each individual’s limi-
tations. Key principles follow:

Individuality (understand the limitations and needs of 
each individual)

Reasonableness (of the accommodation to the pro-
gram and the person)

Integration (of the individual with others)

PRESENT

FUTURE

Our present DAP practices offer ways to 
include and welcome social diversity into 
ECE programs.

Our history provides examples of programs 
for children of many ethnic groups, as well 
as examples of exclusion from schooling.

What is our vision of the 
future for ALL children?

PAST

Figure 1-4 Social diversity: A theme of ECE. 

Celebrate Di�erences or Stay Gender-Neutral?
Begin with yourself. Start with self-awareness and re�ec-

tion on one’s own behavior, responses, and attitudes.

What you say and do can make a di�erence. Acknowledge 

positive behaviors and milestones by describing what you 

see and avoid using gender designations (such as “All boys 

get your jackets,” or “All girls go to the snack tables”).

Watch your language. Avoid descriptions of children such as 

“pretty/handsome” and treat the class as a group (“friends” 

rather than “boys and girls”); be careful of word choices that 

re�ect gender bias (such as “He is con�dent/She is full of 

herself”).

Establish rules and conduct for cooperation and gender 

equity. Everybody may play everywhere with any toy; blocks 

are not just for boys, and the house corner is not for girls only; 

no child may be kept from playing because of something she 

or he cannot change—skin color, disability, or gender.

Be ready to intervene and support. If you hear a “No boys 

allowed,” or “Girls can’t do that,” be ready to intervene in a 

supportive way, �nding out why children think that, evalu-

ating your thoughts, and pointing out what the class rule is.

Think about how to cope with superheroes and Barbie 

dolls. Develop strategies for all children, including providing 

activities that all children may use, that are sex fair and sex 

a�rmative in content, and using strategies such as teacher 

proximity and structured playtime to involve children in 

activities they may otherwise avoid.

Diversity

least restrictive environment. The IDEA (Individuals with Disabilities 

Education Act) requirement for placing students with disabilities such that 

children with disabilities are educated with those who are not disabled.

inclusion. When a child with a disability is a full-time member of a regular 

classroom with children who are developing normally as well as with chil-

dren with special needs.

Accommodating a child with spe-
cial needs is unreasonable only if it 
puts an undue burden on a program, 
fundamentally alters the nature of 
the program, or poses a threat to the 
health or safety of the other children 
and staff. With these guidelines in 
mind, children with special needs will 
do best in the least restrictive environ-

ment, with as full inclusion as possible.
Still, many children have special 

needs that remain undiagnosed, and 
others have difficulty finding appro-
priate placement, particularly in pro-
grams for children younger than 5 
years. Early childhood special educa-
tion is a relatively new area of our pro-
fession, and most educators need sup-
port in learning about special needs 
and what it means to be inclusive of 
children with special needs without al-
tering program quality for all children 
or overwhelming and exhausting staff.
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Gender Issues. Gender is-
sues are part of the educa-
tional landscape. There is 
ample research to confirm 
the widespread occurrence 
of gender segregation in 
childhood (Grossman & 
Grossman, 1994). Sex dif-
ferences are less apparent 
in early childhood than 
is gender-based behavior 
(see Chapter 4). Although 
adults may not always di-
rectly contribute to biased 
development, teachers and 
parents are indirectly re-
sponsible for the inequity 
between the sexes in their 
children. Sexist treatment 
in the classroom encour-
ages the formation of pat-
terns of power and domi-
nance that occur very early, 
although it is inappropriate 
to our current culture.

Sexuality. Sexuality is not likely to be among typical early 
childhood curriculum topics, yet teachers are likely to en-
counter issues of homosexuality:

 Having gay or lesbian families in children’s programs
 Working with gay or lesbian coworkers
 Dealing with femininity and masculinity in children’s 

sex role identity

 Having multicultural children’s books and materials 
about gay families

If teachers are relinquishing stereotypes about eth-
nicity, ability, and gender, they must also consider avoid-
ing the rejection of a family for its choice of lifestyle  
or criticism of a child on the basis of some notion of  
‘femininity’ or ‘masculi nity.’ Research has failed to find 
evidence that parental characteristics determine sexual 
orientation (Berger, 2012). Whether or not the issue is 
controversial, the more forthright approach is to address 
the issue honestly.

1-4d Professionalism
If you are thinking about working with young children 
as a career, you may be wondering whether early child-
hood education is a profession worthy of a lifetime com-
mitment (see Chapter 5). A challenging, intellectually 
stimulating, and rewarding future can be found in the 
overarching issue of standards in children’s programs and 
in professional preparation, as well as a third issue of 
advocacy.

Respectful Practices
Our Code of Professional Ethics states that “above all, we shall 

not harm children. We shall not participate in practices that are 

disrespectful, degrading, dangerous, exploitative, intimidating, 

emotionally damaging, or physically harmful to children.” With 

this in mind, look at your own feelings about homosexuality:

 Recognize any biases that you or children in your care may 

express about other children stigmatized as sissies/tomboys.

 Immediately handle any instances of student-to-student 

abuse and harassment, no matter how slight.

 Challenge negative remarks about gay people and other 

minority groups.

 Use classroom meetings or informal small groups, starting 

with a stem phrase for the children to complete, such as 

“When I am teased it makes me feel . . .” and help children 

focus on how people feel when they are harassed. No child 

should feel ashamed about her family, teachers, or self.

Ethics

Why You Should Know This

The economics of child care create a trilemma—quality for children, a�ordability for parents, 

and adequate compensation for teachers. Quality is signi�cantly related to sta�: how many 

adults there are compared with the number of children in a class; whether the salaries and  

bene�ts provide incentive for teachers to be retained for a number of years; and the level of  

the sta�’s education and training and their years of experience. To improve quality, we look for 

the following:

 Improved working conditions for teachers

 Appropriate licensing for early childhood programs and homes

 Sta� training and preparation

 Funding commensurate with per-child levels for elementary school children

National e�orts include the NAEYC Standards for Early Childhood Professional Preparation 

as well as research e�orts of groups such as the National Child Care Information and Techni-

cal Assistance Center (Sakai & Whitebook, 2004), refer to the six Standards of Professional 

Preparation on the inside cover as you read the book; each chapter will highlight the relevant 

standards to prepare you to become a professional early childhood educator. Engage in collab-

orative learning with others to inform your practice and your knowledge base. In doing so, you 

help lead the early childhood �eld in bringing the important issues of the profession to national 

attention.

Standards

sexist. Attitudes or behavior based on the traditional stereotype of sexual 

roles that includes a devaluation or discrimination based on a person’s sex.

trilemma. A child care issue involving quality for children, a�ordability for 

parents, and adequate compensation for sta�.

standards. The rules and principles used as a basis for judgment of quality 

and positive models for professional preparation, children’s programs, and 

educational practices.

advocacy. The act of supporting, pleading for, or recommending and es-

pousing a particular action or set of ideas on behalf of early education.
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Standards in Children’s Programs
The rich array of programs offered for children in group 
care from infancy through 8 years of age is so diverse, 
it is often difficult to define and assess standards of care 
and education with one set of guidelines. Consider these 
statistics:

 In 11 states, providers in family child care homes do not 
need any training to be licensed (NACCRRA, 2010)

 32 states do not require prior training to teach in child 
care centers and 39 (and the District of Columbia) do not 
require training of family child care providers (CDF, 2010)

 In 2012, only 7000 programs were accredited by 
the NAEYC Academy of Early Childhood Programs 
(NAEYC, 2012)

The most comprehensive set of standards for pro-
grams has evolved from DAP and is discussed at length in 
Chapter 2. 

Standards for Professional Preparation
The quality of care in child development centers is linked to 
the training and education of the staff. Consequently, it is 

 Welcomes people into the field from a variety of points
 Offers clear career pathways with articulated training 

and credentialing systems
 Provides a variety of incentives to stay in the field (see 

Chapter 5)

Advocacy
Is this profession a worthwhile one? The early years are a 
special time of life, and those who work with young children 
might reflect on the following aspects of professionalism:

Sense of identity. Early childhood education profes-
sionals see themselves as caregivers who strive to 
educate the whole child, taking into consideration the 
body, the mind, and the heart and soul (see Chapter 3).

Purpose to engage in DAP. Quality care and education 
call for blending child development and learning the 
strengths, interests, and needs of each child as well as 
the social and cultural contexts in which children live 
(see Chapter 2).

Commitment to ethical teaching and to child advocacy. 
Being a professional means behaving with a child’s 
best interests in mind, maintaining confidentiality 
when discussing issues in the classroom and about 
families, upholding a code of ethics, and taking oneself 
and one’s work seriously (see Chapter 5).

Participation in the work as a legitimate livelihood. The 
people who provide care and education to young chil-
dren deserve wages and working conditions that are 
worthy of their efforts.

Ours is a profession that is constantly growing, branch-
ing out in many directions and ready to meet emerging 
challenges in flexible, innovative ways.

truthfiction?
or

T F Standards for teacher preparation are 

universal.

Many states are working on standards and career 

ladders of their own. In addition, NAEYC has a set 

of six standards for professional preparation.

teachsource video case

Watch the TeachSource Video Case entitled “Teach-

ing as a Profession: An Early Childhood Teacher’s 

Responsibilities and Development.” After you study 

the video clip, view the artifacts, and read the teacher 

interviews and text, reflect on the following questions:

1. How does preschool teacher Samantha Brade 

show her sense of the importance of early child-

hood education, and what values is she trying to 

transmit?

2. How does Samantha demonstrate professional-

ism, and why should this inform one’s teaching?

imperative that we attract and recruit to the field of early 
childhood education individuals who not only are dedicated 
to working with young children but also are skilled and 
competent. Many states are working on developing career 
ladders and professional development plans for early child-
hood staff. Consideration must be given to developing a  
coordinated system that accomplished the following:
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summary
1.1 To identify the historical roots of early child-

hood education, it is important to recognize 

that our roots include influences from abroad 

and from America. European figures include 

Comenius, Locke, Rousseau, Pestalozzi, Froebel, 

Montessori, Steiner, and the McMillan Sisters. 

American influences come from Colonial days 

and from the slavery experience—Dewey, Hill, 

Mitchell, and Eliot.

1.2 In examining the early childhood field and its 

evolution, one notices that the ECE field can be 

divided into three main components: nursery 

school and its spin-offs, kindergarten, and pro-

grams with a message that deal with child care, 

equal rights, and Head Start.

1.3 The major disciplines that distinguish the  

ECE field are the three major interdisciplinary  

influences of medicine, education, and psy-

chology. Important figures in medicine are  

Montessori, Freud, Gesell, Spock, and Brazelton. 

Educational influences came from Isaacs, the 

Progressive Education Movement with Dewey, 

and the schools of Reggio Emilia. The child 

study movement and the many developmen-

tal and learning theories from psychology also 

helped form ECE philosophy and practices, with 

the most current being neuroscience and brain-

based research.

1.4 An investigation of the major current issues in-

volving ECE reveals that issues of today focus 

on the four major themes in ECE. The ethic of 
social reform involves quality child care, federal 

efforts of NCLB (no child left behind), Race to 

the Top & Common Core, as well as DAP (devel-

opmentally appropriate practices). The impor-
tance of childhood surrounds family stressors of 

divorce, work, and poverty as well as children’s 

health risks such as abuse and neglect, obesity, 

and violence and disaster. The transmission  
of values includes media culture and several 

aspects of social diversity, such as multicultural 

and bilingual education, immigration, inclu-

sion, gender issues, and sexuality. Profession-
alism can be seen in Standards for children’s 

programs and professional preparation as well 

as Advocacy.

web resources
Annie E. Casey Foundation, KIDS COUNT Data Center 

http://www.aecf.org

Association for Childhood International Education 

http://acei.org

Center for the Study of the Child Care Workforce 

http://www.ccw.org

Childhelp http://www.childhelp.org

Children’s Defense Fund  

http://www.childrensdefense.org

National Association of Child Care Resources and 

Referral Agencies http://www.naccrra.org

National Association for the Education of Young  

Children http://www.naeyc.org

National Center for Health Statistics  

http://www.cdc .gov

The Obesity Society http://www.cdc.gov/nchs/

U.S. Department of Health & Human Services  

http://www.hhs.gov

references
Ansari, D., & Coch, D. (April, 2008). Bridges over trou-

bled waters: education and cognitive neurosci-

ence. In Trends in Cognitive Science, 10 (4).

Berger, K. S. (2012). The developing person through the 
life span, 8e. New York: Worth Publishers. 

Biber, B. (1984). Early education and psychological de-
velopment. New Haven, CT: Yale University Press.

Brazelton, T. B., & Greenspan, S. D. (2001, March). The ir-

reducible needs of children. Young  Children, 6–13.

Bredekamp, S. (Ed.) (1987). Developmentally appropri-
ate practices. Washington, DC: NAEYC.

Bredekamp, S., and Copple, C. (Eds.) (2009). DAP in ear-
ly childhood programs serving children from birth 
through age eight (3rd ed.). Washington, DC: NAEYC.

Bredekamp, S., & Rosegrant, T. (Eds.) (1995). Reaching 
potentials: Transforming early childhood curriculum  
and assessment (vols. 1 and 2). Washington, DC: 

NAEYC.

continued

25CHAPTER ONE HISTORY AND CURRENT ISSUES OF EARLY CHILDHOOD EDUCATION 

Copyright 2016 Cengage Learning. All Rights Reserved. May not be copied, scanned, or duplicated, in whole or in part. Due to electronic rights, some third party content may be suppressed from the eBook and/or eChapter(s).

Editorial review has deemed that any suppressed content does not materially affect the overall learning experience. Cengage Learning reserves the right to remove additional content at any time if subsequent rights restrictions require it.



SECTION ONE WHAT IS THE FIELD OF EARLY CHILDHOOD EDUCATION?26

Byrnes, J. P. (2001) Minds, brains, and learning. New 

York: Guilford Press. 

Carew, T. J. & Magsamen, S. H. (2010, September). Neu-

roscience and education: An ideal partnership for 

producing evidence-based solutions to guide 21st 

century learning.  In Neuron, 67(5, 9), 665–688. 

Casey Foundation. (2008). Kids count data book. Balti-

more, MD: Annie E. Casey Foundation.

Center on the Developing Child at Harvard University 

(2007). A science-based framework for early child-

hood policy: Using evidence to improve outcomes 

in learning, behavior and health for vulnerable chil-

dren. http://www.developingchild.harvard.edu.

Children’s Defense Fund. (2010). The state of America’s 
children: Leave no child behind. Washington, DC: 

Author.

Center for Media Literacy. (2008, August). Literacy for the 
21st century: An orientation and overview of media 
literacy education. Available at: http://medialit.org.

Childhelp (2012). Signs of child abuse, 2010. Available 

at: http://www.childhelp.org. Retrieved January, 

2012.

Childhelp (2009). Child abuse in America, 2006. Available 

at: http://www.childhelp.org/resources. Retrieved 

March, 2009.

Common Sense Media and Department of Clinical  

Bioethics, National Institutes of health. (2010,  

December) Media + child and adolescent health: a 
systematic review. www.commonsensemedia.org

Corbett, S. (1993, March). A complicated bias. Young 
Children.

DelCampo, D. S., & DelCampo, R. L. (2006). Taking 
sides: Clashing views in childhood and society (6th 

ed.). Dubuque, IA: McGraw-Hill.

DeMause, L. (1974). The history of childhood. New York: 

Psychohistory Press.

Derman-Sparks, L., et al. (1989). Anti-bias curriculum: 
Tools for empowering young children. Washington, 

DC: NAEYC.

Derman-Sparks, L., & Olsen Edwards, J. (2010) Anti-bias 
education for young children and ourselves. Wash-

ington, DC: NAEYC.

Dubinsky, J. M., Roehrig, G., & Verma, S. (2013, August/

September). Infusing neuroscience into teacher pro-

fessional development. In Educational Researcher,  
42(6) 317–329. 

Du Bois, W. E. B. (1903 ). The talented tenth. In F. Schultz 

(Ed.), Notable selections in education. Guilford, CT: 

Dushkin Publishing Group.

Edelman, M. W. (2008). The state of America’s children. 
Washington, DC: Children’s Defense Fund.

Gronlund, G. (2006). Making early learning standards 
come alive. Washington, DC: NAEYC & Redleaf 

Press.

Grossman, H., & Grossman, S. H. (1994). Gender issues 
in education. Boston: Allyn & Bacon.

Hymes, J. L., Jr. (1978–79). Living history interviews 

(Books 1–3). Carmel, CA: Hacienda Press.

Levin, D.E. (2013) Beyond remote-controlled childhood; 
Teaching young children in the media age. Wash-

ington, DC: National Association for the Education 

of Young Children. 

McMillan, R. (Deptford School). Available at: http://www 

.spartacus.schoolnet.co.uk/WmcmillanR.htm.

National Association of Child Care Resources and Refer-

ral Agencies (NACCRRA) (June, 2010) Child Care 

in America fact sheet. http://www.naccrra.org

National Association for the Education of Young Chil-

dren. (2005). Accreditation criteria and procedures 
of the National Academy of Early Childhood Pro-
grams. Washington, DC: Author.

National Association for the Education of Young Chil-

dren (2012). Accreditation programs for young 

children. http://www.naeyc.org

National Center for Health Statistics. (2011, Update). 

Prevalence of overweight among children and ado-
lescents: United States. Hyattsville, MD: U.S. De-

partment of Health and Human Services, Centers 

for Disease Control and Prevention.

Nielsen Media Research (2014). Nielsen report on televi-
sion. New York: Nielsen Media Research.

Osborn, D. K. (1991). Early childhood education in his-
torical perspective (3rd ed.). Athens, GA: Education 

Associates.

Pickhardt, C. (2013). The impact of divorce on young 

children and adolescents. In Surviving (your 
child’s) adolescence. New York: Wiley.  

Sakai, L., & Whitebook, M. (2004). By a thread: How 
child care centers hold on to teachers, how teachers 
build lasting careers. Kalamazoo, MI: WE Upjohn 

Institute of Employment Research

U.S. Census Bureau (2010). Current population survey.  

October 1980 through 2009. Washington, DC: Author. 

U.S. Department of Education. (2001). National house-
hold education survey. Washington, DC: Author.

26 SECTION ONE WHAT IS THE FIELD OF EARLY CHILDHOOD EDUCATION?

Copyright 2016 Cengage Learning. All Rights Reserved. May not be copied, scanned, or duplicated, in whole or in part. Due to electronic rights, some third party content may be suppressed from the eBook and/or eChapter(s).

Editorial review has deemed that any suppressed content does not materially affect the overall learning experience. Cengage Learning reserves the right to remove additional content at any time if subsequent rights restrictions require it.



Copyright 2016 Cengage Learning. All Rights Reserved. May not be copied, scanned, or duplicated, in whole or in part. Due to electronic rights, some third party content may be suppressed from the eBook and/or eChapter(s).

Editorial review has deemed that any suppressed content does not materially affect the overall learning experience. Cengage Learning reserves the right to remove additional content at any time if subsequent rights restrictions require it.



types of programs2

Copyright 2016 Cengage Learning. All Rights Reserved. May not be copied, scanned, or duplicated, in whole or in part. Due to electronic rights, some third party content may be suppressed from the eBook and/or eChapter(s).

Editorial review has deemed that any suppressed content does not materially affect the overall learning experience. Cengage Learning reserves the right to remove additional content at any time if subsequent rights restrictions require it.



29

©
 C

en
ga

ge
 L

ea
rn

in
g®

Learning Outcomes

2-1 Define developmentally appropriate 

practices in early childhood programs.

2-2 Describe the core programs of early 

childhood education.

2-3 Identify the variations of program options.

2-4 Describe why the process of assessing 

quality in early childhood programs is 

important.

NAEYC Standards

The following NAEYC Standards for Early Childhood Profes-

sional Preparation are addressed in this chapter:

Standard 1: Promoting Child Develop-
ment and Learning

Standard 2: Building Family and Com-
munity Relationships

Standard 3: Observing, Documenting, 
and Assessing to Support 
Young Children and  
Families

Standard 4: Using Developmentally  
Effective Approaches to 
Connect with Children 
and Families

Standard 5: Using Current Knowledge 
to Build Meaningful  
Curriculum

Standard 6: Becoming a Professional

Standard 7: Field Experience

truthfiction
or

T F DAP does not include family involvement.

T F Two programs form the core of early care and 

education.

T F Infant/toddler programs are adapted versions 

of good programs for 3-year-olds.

T F The objectives and goals of the program will 

determine the type of assessment instrument 

used.
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2-1 Developmentally Appropriate 
Practice in Early Childhood  
Programs

Throughout this text and whenever quality early childhood 
principles are discussed, we use the term developmentally 

appropriate practices (DAP), those teaching practices that are 
based on the observation and responsiveness to children 
who have different rates of growth and learning experi-
ences that are relevant to and respectful of the cultural and 
social aspects of children and families. Refer to the discus-
sion of the DAP Umbrella in Chapter 1 on page 6.

2-1a Three Core  
Components of DAP
As noted in Chapter 1, there are three im-
portant aspects of DAP:

1. What is known about child develop-

ment and learning.

2. What is known about the strengths, 
interests, and needs of each individual 

child in the group.
3. Knowledge of the social and cultural 

contexts in which children live.

2-1b DAP in Action
A solid grounding in child development 
knowledge is the core around which the 
idea of developmentally appropriate is built. Programs are 
designed for young children based on what is known about 
young children (Copple & Bredekamp, 2009). To that mix we 
add what we learn about the individual children and their 
families. This collective knowledge is applied to each deci-
sion that is made about the program:

 What are children like?
 How do they learn?
 What should they learn?
 When should they learn it?
 How should they be taught?
 How do we know they are learning?

What DAP Looks Like
 Programs and curricula respond to the children’s inter-

ests as well as their needs.
 Children are actively involved in their own learning, 

choosing from a variety of materials and equipment.
 Play is the primary context in which young children 

learn and grow.

 Teachers apply what they know about each child and 
use a variety of strategies, materials, and learning expe-
riences to be responsive to individual children.

 Teachers consider widely held expectations about each 
age group and temper that with challenging yet achiev-
able learning goals.

 Teachers understand that any activity has the potential 
for different children to realize different learning from 
the same experience.

 All aspects of development—physical, social-emotional, 
cognitive, and language—are integrated in the activities 
and opportunities of the program. This includes specific 
attention to dual-language learners.

How DAP Bene�ts Children
Developmentally appropriate principles benefit children in 
many ways, including the following:

1. Allow children to construct their own understand-
ing of what they are learning and encourage learning 
from instruction by more competent peers and adults

2. Enhance opportunities to see connections across dis-
ciplines through integration of curriculum and from 
opportunities to engage in in-depth study

3. Provide a predictable structure and routine in the learn-
ing environment and through the teacher’s flexibility 
and spontaneity in responding to their emerging ideas, 
needs, and interests

4. Support children making meaningful choices about 
what they will do

5. Present situations that challenge children to work at 
the edge of their capacities and ample opportunity to 
practice newly acquired skills

6. Provide opportunities to collaborate with their peers 
and acquire a sense of community

7. Assist children in developing a positive sense of their 
own self-identity and respect for other people, whose per-
spective and experiences may be different from their own

developmentally appropriate practices (DAP). Practices that are suitable 

or �tting to the development of the child and are relevant and respectful to 

the social and cultural aspects of children and families.

Active, involved, and interested: that’s DAP! <
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8. Capitalize on children’s enormous curiosity and ca-
pacities to learn

9. Promote self-initiated, spontaneous play along with 
teacher-planned structured activities, projects, and  
experiences

2-1c Developmentally and Culturally 
Appropriate Practice
Culturally appropriate practice is the ability to go beyond 
one’s own sociocultural background to ensure equal and 
fair teaching and learning experiences for all.

The definition of DAP expands to address cultural in-
fluences that emphasize the adult’s ability to develop a mul-
tiethnic outlook (Hyun, 1998), who notes that preparing 

teachers and caregivers for 
multiculturalism is not just 
about becoming sensitive to race, 
language, gender, ethnicity, reli-
gion, socioeconomic status, or 
sexual orientation. It is also re-
lated to an understanding of 
the way individual histories, 
families of origin, and ethnic 
family cultures make us simi-
lar to and yet different from 
others. These insights help teach-
ers to respond positively to the in-
dividual child’s unique life experiences.

2-2 Early Childhood Core Programs
From the types available to the numbers of children who at-
tend these schools, the name of the game in early childhood 
programs is diversity. The range can encompass full-day or 
half-day care, infant and toddler programs, primary school, 
before-school and after-school care, and kindergarten. The 
ages range from infancy through 10 years, and the programs 

truthfiction?
or

T F DAP does not include family involvement.

The knowledge and understanding of the child 

and family and their goals and expectations are 

a critical part of the DAP mix.

How DAP Planning Works

1. What does child development tell us about toddlers? 

Toddlers express their needs to do everything by 

themselves, usually more than they can actually achieve. 

They like to feel independent and will learn quickly if 

given a little help and encouragement.

2. What do we know about each child as an individual? 

Many of these toddlers rely on family members to help 

feed and dress them and to clean up their toys. Other 

toddlers are being taught these skills at home. Most of the 

children come to the teachers for help. One toddler will 

persist in putting on her coat while another will throw his 

shoe across the �oor if it does not �t at the �rst attempt.

3. What do we know about the social and cultural context 

of each child’s life? Most of the children in this group 

come from homes in which help is readily available. The 

group’s dominant cultural values and child-rearing prac-

tices reinforce dependence and community, although 

there is a smaller group of families who want their 

children to become more independent in taking care of 

their own needs.

These questions become the focus of conversations between 

home and school to determine the best solutions for all. Deci-

sion making is shared among the teachers and the families.

DAP
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Individual attention and warm relationships are essential compo-
nents of every program. <

culturally appropriate practice. Curriculum that helps children understand 

the way individual histories, families of origins, and ethnic family cultures 

make us similar to and yet di�erent from others.

kindergarten. A school or class for children 4 to 6 years old; in the United 

States, kindergarten is either the �rst year of formal, public school or the 

year of schooling before �rst grade.

Children’s growth 

and development 

can be under-

stood only within 

their cultural 

context. ©
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take place in homes, schools, community centers, churches 
and synagogues, and business work places.

Programs for young children exist to serve a number of 
needs, which often overlap. Some of these are the following:

Caring for children while parents work (e.g., family 
child care homes, child care center)

Enrichment programs for children (e.g., half-day nurs-
ery school, laboratory school)

Educational programs for parent and child (e.g., par-
ent cooperatives, parent–child public school programs, 
high school parent classes)

Activity arena for children (e.g., most early childhood 
programs)

Specialized setting for children with specific disabilities

Academic or readiness instruction (e.g., kindergarten, 
many early childhood programs)

Culturally or religiously specific programs (e.g., a 
school setting with a definitive African American  
focus or a faith-based school that teaches religious  
dogma)

Philosophy-specific programs (e.g., Montessori, Reggio 
Emilia, Waldorf schools)

Training grounds for teacher education (provide op-
portunities for student teachers to learn best practices 
and observe young children)

Connecting Cultures between Home  
and School
Children need a sense of cultural congruency between their 

home and school in order to maximize their educational expe-

rience. Together, families and teachers can support each other 

by sharing information that enhances a teacher’s understand-

ing of the culture of the family. 

FirstSchool, a project of the Frank Porter Graham Child 

Development Institute at the University of North Carolina at 

Chapel Hill, partners with schools to improve PreK-3rd grade 

school experiences for African American, Latino, and low in-

come children and their families.  In a recent guide, (Gillanders 

& Gutman, 2013) noted a variety of methods that teachers 

can use to enhance children’s social-emotional, cognitive, 

academic, and cultural needs:

1. Focus groups that help identify the e�ectiveness of the 

home–school partnership.

2. School-wide questionnaire for in-depth knowledge of the 

family’s beliefs and practices.

3. Home visits to learn about family routines and sociocul-

tural practices.

4. Community visits for sta� who reside elsewhere to become 

familiar with the greater community in which the child lives.

5. Classroom questionnaires to �nd out how parents perceive 

their child’s progress and their satisfaction with the way 

the school communicates with them.

6. Parent-teacher conferences used to inform parents of 

their child’s progress and to learn the parents’ viewpoint 

about their children’s learning.

7. Phone calls, e-mails, and text messages are used as a quick 

way to touch base, just say “hello,” check up on a child’s 

illness, and to send pictures back and forth of children at 

work and play.

The information from such data gathering can inform cur-

riculum planning, teaching strategies, parent involvement, and 

ways to respect and re�ect the culture of the children’s and 

families within the classroom.  

Diversity

Figure 2-1 All children and their families deserve to be in programs 
in which their lives are respected and in which they can be proud of 
their cultural heritage (NAEYC, 1998). (Source: Data from NAEYC, 1998)

NAEYC DAP in Action

DAP in Action—Respect for Cultural Diversity

Using NAEYC’s criteria for cultural diversity, these 

examples demonstrate how DAP supports greater con-

sistency between home and school cultures when you:

 Build a sense of the group as a community, bring-

ing each child’s home culture and language into the 

shared culture of the school so each child feels  

accepted and gains a sense of belonging

 Provide books, materials, images, and experiences 

that re�ect diverse cultures that children may not 

likely see, as well as those that represent their family 

life and cultural group

 Initiate discussions and activities to teach respect 

and appreciation for similarities and di�erences 

among people

 Talk positively about each child’s physical character-

istics, family, and cultural heritage

 Avoid stereotyping of any group through materials, 

objects, language

 Invite families’ participation in all aspects of the  

program

 Take trips to museums and cultural resources of the 

community

 Infuse all curriculum topics with diverse cultural  

perspectives, avoiding a “tourist” approach

faith-based school. A school that teaches religious dogma.
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I am a teacher at a large preschool that 

is part of the local Jewish community. 

The preschool shares the site with a 

synagogue, the temple o�ces, and the 

religious grade school. I do not happen 

to be Jewish so I have had much to 

learn about working in such an envi-

ronment. When I �rst came to the 

school 10 years ago, I was nervous 

about �tting in. I believed that I would 

be the only non-Jewish person at the 

school. As it turned out, I found this 

community to be very welcoming. In 

our particular school, about half of the 

teachers are Jewish. Our students in 

the preschool are not all Jewish either. 

The student body is made up of 

Temple members, children who live in 

mixed faith families, and children who 

are not Jewish at all but come to our 

school for the stellar education they 

receive here. This diversity is typical of 

the area in which we live and it’s one of 

the things that makes our school great. 

We are proud to re�ect and serve the 

surrounding neighborhood. 

I have found that no matter what 

religion is involved, certain principles 

hold true. These are some of the 

insights I’ve gained:

1. My �rst responsibility is to the chil-

dren’s development. Developmentally 

appropriate practices can be adapted 

to any curriculum, including one 

based on a faith perspective.

2. At their core, religions are moral-

and-values based. Issues such as 

justice, equality, compassion, and 

service to others are ideals com-

mon to many secular early child-

hood programs and familiar to early 

childhood teachers. For example, 

we teach our students about help-

ing others who are less fortunate 

by collecting Tzedakah (charity) 

coins from the children every Friday. 

We count the coins at the end of 

the year and decide as a class how 

to use this money to help others. 

Classes have used the money to buy 

food for our local food bank, to buy 

books to donate to shelters, and to 

plant trees in Israel. At my school, 

we use the Jewish holidays to teach 

values to young children as well. 

My favorite holiday to celebrate in 

pre-school is Tu B’Shevat, the new 

year of the trees. On this day my 

class learns how trees grow and why 

they are important to people and 

to the earth. Then we all go outside 

under the trees in our yard to eat 

treats and have a birthday party for 

the trees. 

3. It is important to make an e�ort to 

get to know the values and beliefs 

you will be representing. I had to 

learn the blessing that is recited  

before each meal in Hebrew. The 

children appreciated that I was learn-

ing about their faith along with them.

4. We know that parents are an inte-

gral part of a child’s school experi-

ence. In my setting, many parents 

are temple members and have an 

added stake in the school. This can 

prove to be quite di�erent from 

teaching in a preschool environ-

ment with a yearly turnover. In some 

schools parents are seen only at 

pick-up time, at my school parents 

are welcome to join us for school 

wide Shabbat Service every Friday. 

They are present at many holiday 

functions and if they are Jewish, 

these same parents may be sending 

their child to our religious school on 

our campus for years to come. 

I �nd that having the Jewish teachings 

and blessing helps the teachers remem-

ber to stop and see the wonders of our 

everyday world and to have reverence 

for the wonders of the magical time of 

early childhood. 

By Danielle

teacher 

talks Teaching in a Faith-Based Setting

2-2a Factors that Determine Types 
of Programs
Programs in early childhood settings are defined by many 
factors, and each is a part of the mission of the program. 
Any given program is a combination of those factors, and 
each has an impact on the quality and type of learning that 
takes place. Some of those factors are the following:

1. Ages of the children being served
2. Philosophical, theoretical, or theological ideals
3. Goals of the program
4. Purpose for which the program was established
5. Requirements of the sponsoring agency
6. Quality and training of teaching staff
7. Shape, size, and location of the physical environment
8. Cultural, ethnic, languages spoken, economic, and  

social make-up of the community

9. Financial stability
10. Professionalism of staff

2-2b Special Features
A program usually has a number of goals that may result in 
special features. One goal may be to encourage children to 
share their knowledge and skills and to learn from one an-
other, and the program will reflect that goal in several ways.

Mixed-Age Grouping
One way to achieve the goal for cooperative learning is to 
have mixed-age groups, where children of several age levels 
are in the same classroom. This practice is often referred to 

mixed-age group. The practice of placing children of several levels, gener-

ally one year apart, into the same classroom. Also referred to as family 

grouping, heterogeneous grouping, multiage grouping, vertical grouping, 

and ungraded classes.
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as family grouping or heterogeneous, vertical, or ungraded 

grouping, and although not a new idea, it is emerging as an 
area of considerable interest to early childhood educators. 
Montessori schools, one-room schoolhouses, and the Reggio 
Emilia schools have observed this practice for many years.

The age range among children in mixed-age groups 
is usually more than 1 year. There are a number of devel-
opmental advantages when children interact with peers 
above and below their age level:

1. Each child’s own developmental level and pace are accom-
modated, allowing children to advance as they are ready.

2. Age and competition are de-emphasized as coopera-
tive learning is enhanced.

3. Caring and helping behaviors toward younger chil-
dren and a sense of responsibility toward one another 
are fostered.

4. Diverse learning styles and multiple intelligences are 
appreciated.

5. A variety and number of different models for learning 
and for friendships are available.

6. Children grow in independence in their work and in 
socialization.

The risks associated with mixed-age groupings include 
the following:

1. The potential for older children to take over and over-
whelm the younger ones is real, as is the possibility that 
younger children will pester the older children. This  
requires monitoring by the teaching staff, and the Reggio 
Emilia schools offer a good model here. In these Italian 
programs, older children have the responsibility to work 
with the younger children, explaining things and helping 
them find appropriate roles to take in their projects.

2. The academic and social advantages of mixed-age 
grouping cannot occur without a variety of activities 
from which children may freely choose and the oppor-
tunity for small groups of children to work together.

3. Teachers must be intentional about encouraging chil-
dren to work with others who have skills and knowl-
edge they do not yet possess.

Mixed-age groupings reflect the principles of Dewey, 
Piaget, Gardner, and Vygotsky, through the interactions of 
peers as well as adults. The practice of mixed-age grouping 
has much to commend it and must be seriously addressed 
as an issue in programs for young children.

Looping
The practice of keeping a group of children and their teacher 
together in the same class for at least 2 years is called looping.

Like mixed-age grouping, looping is an old idea revisited 
and is found today in the Waldorf schools and Reggio Emilia 
programs. Looping is often paired with mixed-age classrooms, 
which further extends the natural, family-like atmosphere.

The benefits of looping are as follows:

1. Providing stability and emotional security to children
2. Giving teachers a greater opportunity to get to know 

children and therefore be able to individualize the pro-
gram for them

3. Fostering better social interactions among children
4. Enhancing a sense of family and community within 

the classroom

Critics of looping cite the need for experienced teachers 
who enjoy teaching across the age levels and who can work 
with the same children over an extended period of time.

2-2c The Core Programs of Early 
Childhood Education
Two types of programs form the basis for a number of 
variations that exist in the field today. Traditional nursery 
schools and child care programs reflect the historical nature 
of early childhood education.

The Traditional Nursery School/Preschool
The traditional nursery school/preschool exemplifies a devel-
opmental approach to learning in which children actively 

looping. The practice of keeping a teacher and a group of children in a class 

together for two or more years.

traditional nursery school/preschool. The core of early childhood educa-

tional theory and practice; program designed for children aged two-and-a-

half to �ve years of age, which may be a part- or an all-day program.

teachsource video case

Watch the TeachSource Video Case entitled, “Cur-

riculum Planning: Implementing Developmentally 

Appropriate Practice in an Early Childhood Program.” 

After you study the video clip, view the artifacts, and 

read the teacher interviews and text, reflect on the 

following questions:

1. What examples of developmentally appropriate prac-

tices did you see or hear mentioned by preschool 

teacher Ke Nguyen and her colleagues? Compare 

and contrast your observations with the text.

2. How would you judge the quality of this program? 

What criteria would you use?
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explore materials and in which activity or learning centers 
are organized to meet the developing skills and interests of 
the child. Most of these programs serve children from 2½ 
to 5 years of age.

Developmentally, a traditional nursery school focuses 
on social competence and emotional well-being. The curric-
ulum encourages self-expression through language, creativ-
ity, intellectual skill, and physical activity. The basic under-
lying belief is the importance of interpersonal connections 
children make with themselves, each other, and adults.

The daily schedule (Fig. 2-2) reflects these beliefs:

 Large blocks of time are devoted to free play, when 
children are free to initiate their own activities and be-
come deeply involved without interruptions. This not 
only emphasizes the importance of play but also allows 
children to learn to make their own choices, select their 
own playmates, and work on their interests and issues 
at their own rate.

 There is a balance of activities (indoors and out, free 
choice, and teacher-directed times) and a wide variety 
of activities: large- and small-muscle games, intellectual 
choices, creative arts, and social play opportunities.

 Although nursery schools are often half-day programs, 
many now offer extended hours through lunch time.

The role of the teacher and methods of teaching are 
important. Nursery schools assume that young children 
need individual attention and should have personal, warm 
relationships with important adults. This philosophy re-
flects the influence of Dewey, Piaget, Erikson, and others 
and is reflected in the program in many ways:

 The groups of children are generally small, often fewer 
than 20 in a class.

 The teacher-to-child ratio is low, as few as 6 to 10 chil-
dren for each teacher.

 Teachers learn about children’s development and needs 
by observation and direct interaction, rather than from 
formalized testing, individually and in small groups.

 Teachers encourage children to express themselves, their 
feelings, and their thinking. Such rapport between teacher 
and pupil fosters self-confidence, security, and belonging. 
Proponents of the traditional nursery school believe that 
these feelings promote positive self-image, healthy rela-
tionships, and an encouraging learning environment.

Universal Preschools
Increasing numbers of school districts are increasingly 
funding prekindergarten programs for 4-year-olds, although 
some include 3-year-olds as well. Depending on their goal, 
these programs fall somewhere between traditional nur sery 
schools and not quite full-day care. For some, the focus is on  
school readiness; others give priority to children at risk for 
school failure, children who come from families in which Eng-
lish is not spoken, or low-income families. In states in which 
early education has achieved a level of support, all 4-year-olds 
are eligible for enrollment, regardless of income. The concept 
for universal preschools will be a continuing issue.

Full-Day Child Care
As noted in Chapter 1, child care is not a modern phenom-
enon. Some of the first nursery schools in England oper-
ated from 8:00 am until 4:00 or 5:00 pm.

Full-day child care is for children who need care for a large 
portion of their waking day and includes basic caretaking  
activities of eating, dressing, and resting as well as play and 
learning times. A full-day program includes appropriate curric-
ulum, and the schedule is extended to fit the hours of working 
parents. Child care centers often serve infants and toddlers as 
well as the 2½- to 5-year-old range. Many offer an after-school 
option as well. The schedule for full-day care in Figure 2-3  
reflects a balance of play, learning, and daily routines.

Most full-day care takes place in centers, such as 
churches and synagogues, YWCA and YMCAs, communi-
ty and recreational facilities, corporate business buildings, 
and hospitals. They are private and public. Most operate 
year-round. In addition, child care, especially for children 
younger than 3 years, may be in a home.

Center-Based Child Care
Child care centers serve children from infancy through pre-
school, and some include kindergarten and before-school 
and after-school options. A child care center reflects its 
goals through the daily schedule, as seen in Figure 2-3:

 The morning starts slowly, as children arrive early. As 
the day draws to a close, children gather together qui-
etly, with less energy and activity.

full-day child care. Child care that begins in the morning and goes through 

the day, often arranged for the hours that parents work.

Child care centers. A place for care of children for a large portion of their 

waking day; includes basic caretaking activities of eating, dressing, resting, 

and toileting, as well as playing and learning time.

Figure 2-2 A sample schedule for traditional half-day nursery 
schools is the core of early childhood education programs. 

Sample Schedule for Traditional Nursery School

9:00 Children arrive at school

9:00–9:45 Free play (indoors)

9:45 Cleanup

10:00 Singing time (large group)

10:15–10:30 Toileting/snack time (small groups)

10:30–11:30 Free play (outdoors)

11:30 Cleanup

11:45 Story time

12:00 Children leave for home
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SECTION ONE WHAT IS THE FIELD OF EARLY CHILDHOOD EDUCATION?36

 The center may supply breakfast and midmorning and 
midafternoon snacks, supplementing a lunch from home. 
Some centers are funded to supply all of the meals and 
snacks during the day.

 A nap period for 1 to 2 hours for all the children gives 
a needed rest and balances their active, social day with 
quiet, solitary time.

 The program may also include experiences outside the 
school—field trips, library story hour, or swimming 
lessons—because children spend the major portion of 
their waking hours on-site.

 Child care parents may require extra effort; they have 
full-time jobs as well as child-rearing responsibilities 
draining their energies. Parents’ needs also may be great-
er and require more of the teachers’ time.

 The staff in a full-day setting is often called on to deal 
with the parenting side of teaching. Children in full-day 
care may need more nurturing and clearer consistency 
in behavioral limits from adults.

 The teaching staff has staggered schedules, perhaps a 
morning and an afternoon shift. Caretakers from both 
shifts must be aware of what happens when they are 
not on site to run the program consistently.

The most critical issues on child care were noted in 
Chapter 1. The quality of full-day child care programs is 
spotty: some are of good quality, with appropriate com-
pensation to maintain staff professionalism and stabili-
ty; others are of low quality with untrained staff and low 
salaries. It is worth repeating here that high-quality, af-
fordable child care is an issue that will not go away and 
deserves the attention of early childhood professionals 
and legislators.

Family Child Care Homes
Family child care is a type of service reminiscent of an ex-
tended family grouping. The home setting, sometimes 
right within the child’s own neighborhood, offers a more 
intimate, flexible, convenient, and possibly less expensive 
service for working parents. The children in a family child 
care home can range from infants to school-aged children 
who are cared for after regular school hours. The group 
size can range from 2 to 12, but most homes keep a low 
adult-to-child ratio, enrolling fewer than 6 children. There 
are special challenges with family child care:

 Because they often care for infants, preschoolers, and  
after-schoolers, the developmental ranges that family 
child care providers must meet may span up to 12 years. 
That poses a challenge to develop experiences and activi-
ties for a mixed-age group of children.

 Family child care providers work and live in the same 
environment, posing logistical problems of storage, 
space definition, and activity space.

 Family child care providers are administrators and 
managers as well as teachers and caregivers, faced with 
budgets and fee collections.
Family child care has many advantages:

 It is especially good for children who do well in small 
groups or whose parents prefer them in a family-style 
setting.

 Family child care homes often schedule flexible hours to 
meet the needs of parents who work.

 The wide age range gives children a chance to learn 
from one another.

 Consistency and stability from a single caregiver 
throughout the child’s early years and a family group-
ing of children provide a homelike atmosphere that is 
especially appropriate for infants and toddlers.

 Family child care allows child caregivers to work at 
home while raising their own children.

Family child care has its disadvantages, too. Many 
homes are unregulated; that is, they are not under any 
sponsorship or agency that enforces quality care, and 
many are exempt from state licensing. Many family child 
care providers lack knowledge of child development and 
early education, and are not required to take courses. The 
National Association for Family Child Care, a network of 
family child care providers, has established a quarterly 
publication and is making efforts to address the challenges 
to these programs.

Figure 2-3 A typical full-day care schedule. Most child care  
programs combine education and caring for basic needs. 

Sample Full-Day Child Care Schedule

7:00–8:30 Arrival/breakfast; limited indoor play

8:30 Large group meeting

9:45 Cleanup/toileting

8:45–9:45 Free play (inside)

10:00 Snack time (small groups)

10:15–11:30 Free play (outside)

11:30 Cleanup/hand washing

12:00 Lunch

12:30 Tooth brushing/toileting

1:00–2:00 Nap time

2:00–3:00 Free play (outside)

3:00 Group time

3:15 Snack time (small groups)

3:30–5:00 Inside and outside free play/library hour

5:00 Cleanup

5:15–5:30 Departure

family child care. Care for children in a small, homelike setting; usually six 

or fewer children in a family residence.
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CHAPTER TWO TYPES OF PROGRAMS 37

Routines, such as snacks, provide a balance to an active and busy 
day at the child care center. <

2-3 Variations  
of Core  
Programs

There are many variations 
of the core programs that 
provide care and education 
for young children. These 
programs differ according 
to the sponsoring agency, 
the way they serve children 
and families, their underly-
ing mission, and their pro-
fit or nonprofit status.

2-3a Head Start 
and Early Head 
Start
Head Start is a federally fund-
ed, comprehensive program 
providing health, education, and social services to children 
and their families. Since 1965, Head Start has served more 
than 30 million children and their families (Head Start, 2012). 
Most Head Start programs are half-day and serve 3- to 4-year-
olds. Head Start programs are housed in churches, syna-
gogues, community centers, elementary schools, and office 
buildings. The success of Head Start can be attributed to its 
guiding objectives and principles, most notably expressed 
through the following:

1. Its comprehensive nature. The whole child is nurtured; 
this includes medical, dental, and nutritional needs, 
as well as intellectual growth. Extensive health, edu-
cation, and social services are offered to children and 
their families.

2. Parent participation and involvement. Parents serve as 
active participants and get involved in the program at 
all levels: in the classroom as teacher aides, on govern-
ing boards making decisions about the program, and 
as bus drivers and cooks.

3. Services to families. Many of the comprehensive ser-
vices offered to children are extended to parents as 
well. Paid jobs in the program, on-the-job training, 
continuing education, job training, and health care are 
some of the support services families receive.

4. Community collaboration. Interest and support from 
the local community helps Head Start respond to the 
needs of the children and families it served. Public 
schools, religious institutions, libraries, service clubs, 
and local industry and businesses foster responsible 
attitudes toward society and provide opportunities 
to work with members of the community in solving 
problems.

5. Multicultural/multiracial education. Since its inception, 
Head Start has provided a curriculum that reflects the 

culture, language, and values of the children in the pro-
gram. Head Start efforts in this regard have been the 
models for other early childhood programs.

6. Support for the value of dual-language learning for 

children whose primary language is not English.  Head 
Start conducts research and provides resources for 
families and teachers to help them link culture, lan-
guage, and learning.

7. Inclusion of children with special needs. Since 1972, 
Head Start has pioneered the inclusion of children 
with disabilities in its classrooms.

8. Ecology of the family. Head Start programs look at chil-
dren within the context of the family in which they 
lived and view the family in the context of the neigh-
borhood and community.

Head Start. Federally funded comprehensive program for low-income 

children who are 3, 4, and 5 years old.
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T F Two programs form the core of early care 

and education.

The traditional nursery school (often called pre-

school) and full-day child care are the basis for 

most other early childhood programs.
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SECTION ONE WHAT IS THE FIELD OF EARLY CHILDHOOD EDUCATION?38

Head Start programs today comply with mandated fed-
eral performance standards, a controversial move because 
these standards of learning focus more heavily on literacy, 
math, and science. The concern among some early child-
hood professionals is that the importance of a play-based, 

developmentally appropri-
ate curriculum will be 
lost.

Head Start today 
is challenged by insuf-
ficient federal funding, 

political interference, con-
troversial assessment 

policies, high num-
bers of English 
language learners, 

and like other 
programs, staff 
quality and re-
tention.

Early Head 

Start serves low-
income families 

with infants and toddlers and pregnant women and is 
based on Head Start’s four cornerstones: child develop-
ment, family development, staff development, and com-
munity development. Like Head Start, this program must 
comply with federally regulated performance standards.

2-3b A Variety of Early Childhood 
Options
Programs for young children take many forms and allow 
families to choose the best option to meet their needs. Vari-
ations of the core programs are outlined in Figure 2-4.

2-3c Infant/Toddler Programs
Parent relationships are an important part of any pro-
gram for young children, but especially so when babies 
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Head Start is a comprehensive program that o�ers many support 
services to children and families.<

truthfiction?
or

T F Infant/toddler programs are adapted ver-

sions of good programs for 3-year-olds.

A quality infant program reflects the unique 

needs and development of children from birth 

to age 3.

Early Head Start. Federally funded comprehensive program for low-income 

infants, toddlers, and pregnant women.

educaring. A concept of teaching as both educating and care giving; coined 

by Magda Gerber in referring to people working with infants and toddlers.

Head Start has enrolled 

nearly 30 million children 

since 1965.
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Programs designed for infants help them experiment and  
explore. <

Advocating for Infants
Magda Gerber has been a pioneer in infant care and coined 

the term educaring to describe the relationship between an 

infant and an adult. Gerber’s philosophy is based on a respect 

for babies and the use of responsive and reciprocal interac-

tions in which baby and caregiver learn about each other. 

Communicating through caregiving routines (diapering, feed-

ing) in one-to-one intense and focused interactions is a foun-

dation of Gerber’s approach to caring for infants and toddlers 

(Gerber, 1979). Observing, listening, and reading babies’ cues 

are key elements in educaring.

Professionalism
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Chart of Variations of Early Childhood Programs

Type Sponsor Ages Schedule Key Characteristics Settings

Parent  

cooperative

School districts, 

private owners

Preschoolers; 

often mixed-age 

groups

Full-day and/

or half-day

Parents commit to teaching in 

the classroom on a regular basis; 

regular parent education meet-

ings; time-consuming; lower costs

Community centers, 

privately owned 

buildings, churches, 

synagogues

Laboratory 

schools

College or uni-

versity

Preschool, infant/

toddlers

Full-day and/

or half-day

Students and teachers often 

participate in teacher training and 

research activities; o�er model 

programs

Located on or near 

campus

Employer 

sponsored

Individual busi-

ness or corpora-

tion

Infant/toddlers, 

preschooler, 

school age

Full-day and/

or half-day

Is an employee bene�t option 

for parents; may be available as 

a voucher for any child care ar-

rangement

Often on or near job 

site; hospitals, facto-

ries, and government 

agencies, as well as 

child care centers and 

family child care homes

For pro�t 

(proprietary)

Corporations and 

individuals

Infant/toddler,  

preschool, 

kindergarten, 

before-school and 

after-school ages

Full-day and/

or half-day

May be part of a national/regional 

chain or individually owned; great 

variety of services and programs 

o�ered year-round; major pur-

pose is to make a pro�t

Individual centers 

owned by franchise or 

corporation

Nonpro�t 

centers

Community, 

churches, syna-

gogues, govern-

ment agencies

Infant/toddlers, 

preschool, school 

age

Full-day and/

or half-day

Subsidized by sponsoring orga-

nization or government agency, 

which often provides low or free 

rent

Community buildings, 

government o�ce 

buildings, churches, 

synagogues

Programs 

in religious 

institutions

Religious organi-

zation

Infant/toddler, 

preschool, school 

age

Full-day and/

or half-day

May be a community outreach 

program where no religious 

dogma is taught or may be part 

of the ministry of the sponsor and 

include religious dogma in the 

curriculum; tends to be one of 

the largest providers of child care 

in the United States; tax exempt 

as a nonpro�t; sharing space with 

congregational programs may be 

di�cult

Churches, synagogues

Before-

school and 

after-

school care

Public schools, 

community 

organizations, 

YMCAs, 

YWCAs, 

churches, 

synagogues

Preschool and 

elementary 

school ages

Before and 

after school 

hours

Safe place for children during 

parent’s working hours; may 

provide holiday, vacations, and 

summer programs

Schools, community 

centers, YMCAs, 

YWCAs, child care 

centers

Nannies Individual 

families

Age(s) of chil-

dren in family, 

generally pre-

schoolers and 

elementary ages

According 

to the fami-

ly’s needs

Very personalized option; nanny 

may live with the family and 

may have other household 

responsibilities; trained in child 

development

In child’s home

Friends 

and family 

members

Individuals Infant/toddler, 

preschool, 

school age

Flexible 

according 

to parent 

and care-

giver 

needs; may 

be full or 

part time

Can o�er stability within a 

family setting; personal con-

nections; �exibility to meet 

needs of parents; care for sick 

children

In friend, family, or 

child’s home

(Continued)
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Chart of Variations of Early Childhood Programs —cont’d

Type Sponsor Ages Schedule Key Characteristics Settings

Early 

interven-

tion

Government 

agencies

Infant/toddler, 

preschool

Dependent 

on child’s 

needs

Mandated by the Education of 

the Handicapped Amendments 

Act of 1986 for children who 

are at risk or developmentally 

delayed; includes comprehen-

sive services; multidisciplinary 

approach; and Individualized 

Education Plan (IEP) is created 

for each child

In homes, centers, 

schools

Teen 

parent 

program

School district Infant/toddler, 

preschool

Full-day 

and/or 

part-day

Available in high schools as a 

support service for teens with 

young children and as educa-

tion classes for those without 

children; parents work part-

time in the classroom to 

observe and learn child devel-

opment and guidance principles

On campus

Home-

schooling

Individual 

family

Ages of chil-

dren in family

Deter-

mined by 

family

Extreme time commitment 

because one parent is the 

teacher; mixed-age grouping; 

parents often disillusioned 

with public school and/or 

want to teach their religious 

beliefs; lack accountability

Family 

Child Care

Individual Infant to Early 

Elementary

Flexible; 

may be full 

or Part-time

Home setting, wide develop-

mental range, small, family 

grouping

In caregiver’s home

Figure 2-4 Families have many options to choose from when selecting early childhood programs. 

and toddlers are involved. Infant and toddler caregivers 
support the child’s family structure in the following 
ways:

 Involve the parents in the everyday decisions about the 
care of their child.

 Provide families with information about the child’s day.
 Strengthen the child’s sense of belonging to that par-

ticular family.

Caregiving routines are at the heart of the infant/ 
toddler program. The caregiver in a quality infant/toddler 
center understands that feeding, diapering, and playing 
are, in fact, the curriculum of this age group. The challenge 
is to find ways to use these daily routines to interact, develop 
trust and security, and provide educational opportunities. In 
many cases, the caregiver’s role extends to helping parents 
use these same common occurrences to promote the optimal 
development of their child.

Infant/Toddler programs differ from those created for 
3- and 4-year-olds:

 The mobility of the toddler requires different amounts 
of space and time in the schedule than are required for 
infants.

 Common routines such as diapering create the curricu-
lum as caregivers talk with the babies about what they 
are doing and what is happening to them.

 Routines are the focus of the toddler’s day. Mealtimes 
and toileting provide daily opportunities for toddlers 
to explore and to express their emerging sense of self. 
Hand washing—even eating—becomes a time to fill, to 
taste, to dump, to pick up.

 The curriculum emerges from a developmental need 
toddlers have of “Me! Mine!” To foster that indepen-
dence, that wanting to “do it myself,” routines that allow 
for experimentation, mistakes, and messes make a good 
toddler curriculum.

Good programs for infants and toddlers, then, are dis-
tinctly arranged for them and are not simply modified ver-
sions of what works well in a program for 3-year-olds.

Kindergarten
The kindergarten year is one of transition from early child-
hood programs into a more formal school setting. Kindergar-
ten programs are universally available throughout the United 
States. They are found in elementary public and private 
schools, churches, and as part of preschool child care centers.

TeachSource Digital Download 
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CHAPTER TWO TYPES OF PROGRAMS 41

There are three major issues affecting kindergarten 
today:

1. Whole-day programs. Only a few states fund full-day 
programs. Too often the arguments regarding the costs 
of such programs overshadow a more basic question: 
What are the best and most appropriate kindergarten 
programs, teaching methods, and curricula, regardless 
of the length of day?

2. Every state establishes an arbitrary date (e.g., Sep-
tember) by which children must be a certain age to 
enter kindergarten. In the United States, compulsory 
age for kindergarten ranges from 5 to 8 years. In re-
cent years, some parents hold children out for 1 year 
and enroll them when they are 6 years old; teachers 
retain many children each year in kindergarten; and 
administrators have created an array of kindergarten-
substitute programs called developmental, extra-year, 
or transitional kindergartens. By the time they finally 
reach kindergarten, children are now in class with late 
4-year-olds as well as 5- and 6-year-olds—a vast de-
velopmental span under one roof. Some of the meth-
ods used to create more homogeneous kindergarten 
classrooms, or to raise expectations for kindergarten 
admittance, are inappropriate uses of screening and 

readiness tests; discouragement or denial of entrance 
for eligible children; creation of transitional classes for 
those who are considered not ready for kindergarten; 
and an increasing use of retention (NAECS/NAEYC, 
2001).

3. Public prekindergartens are often created for chil-
dren who are from low-income families and/or are 
at risk due to poverty, language barriers, and literacy 
skills.  These programs focus on helping children 
improve their skills and become ready for kinder-
garten.

4. The standards-based movement has changed expec-
tations of what kindergartners will learn. There is 
a greater emphasis on academics in kindergarten, 
especially in math, literacy, and science. As a result, 
there is more testing (starting in third grade) that 
has implications for what is being taught in kinder-
gartens.

2-3d Early Elementary Grades
Early childhood is defined as children from birth through 
age 8 years. Often overlooked as part of a comprehensive 
view of young children are grades one, two, and three, 

Brain Research says
Redshirting and Readiness

Neuroscience has established the fact 

that the brain is constantly changing. 

This plasticity means that the brain is 

always adapting and reorganizing on a 

daily basis. New connections are being 

created by everyday experiences and 

learning is taking place. Brain plasticity 

persists into adulthood but is espe-

cially pronounced in the early stages 

of life. At the same time the brain is 

growing, it is pruning itself, getting 

rid of unused synapses in a “use it or 

lose it” function. If the brain is rewiring 

itself so extensively in the preschool 

and early elementary years, and  

requires meaningful, positive expe-

riences to grow, it begs the ques-

tion: “Why is redshirting, or keeping 

children back one year, still being 

practiced?” It would appear that 

redshirting is actually counterproduc-

tive because it deprives the child of 

a challenging and stimulating school 

environment. The best way to give  

children the greatest opportunity  

to learn is to put them in their age-

appropriate classroom setting as soon 

as possible where their brains are 

immersed in growing, learning, and 

changing.

The issue of school readiness has 

been a hot topic for years. Early child-

hood professionals agree that children 

should be able to enter kindergarten 

when they are of legal age and that 

schools should be prepared to meet 

the needs of children where they are 

in their development. This is supported 

by recent brain development research 

that stresses stimulation and chal-

lenges as a way to foster brain growth 

and learning. Instead, schools have 

developed a variety of methods noted 

earlier to create more homogeneous 

classes rather than address the variety 

of developmental stages of children of 

kindergarten age. (See further discus-

sion of school readiness in Chapter 15.)

There are many reasons children 

enter school without the resources 

and tools to succeed, such as poverty, 

language and cultural di�erences, 

access to high-quality early education 

programs, and lack of e�ective early 

intervention that includes comprehen-

sive services.

Readiness has been de�ned as 

ready children, ready families, ready 

communities, ready early care and edu-

cation, and ready schools (Rhode Island 

KIDS COUNT, 2005). All of these are 

necessary if we want all children to be 

ready for successful school experi-

ences that use their brain potential to 

greatest advantage.

Questions

1. When might it be appropriate to 

delay a child’s entry into school?

2. Why do disadvantaged children 

have the most to lose from delayed 

entry into school?
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